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ABSTRACT 
PREPARED FOR COMPLEXITY: MULTICULTURAL WOMEN 
TEACHING ENGLISH AS A SECOND LANGUAGE 
MAY 2005 
LISE M. SPARROW, B.A. UNIVERSITY OF CALIFORNIA BERKELEY 
M.A.T., SCHOOL FOR INTERNATIONAL TRAINING 
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Sonia Nieto 
Teachers of English to students of other languages in the United States 
face complex teaching realities. The students themselves come from diverse 
social, economic and political backgrounds and their needs and demands vary 
widely from context to context. Teachers face external pressures from the 
institutions in which they teach and struggle with the impact of their own 
visible and invisible identities on the students' learning. This thesis is a 
participatory inquiry into the challenges of six women teachers, all with very 
diverse and extensive linguistic and intercultural experiences. Over the course 
of six years, these teachers, in conjunction with the author, searched themselves 
and discussed as a group the impact of their diverse backgrounds on their 
approaches to teaching. Data used as the basis for the inquiry includes 
vu 
extensive initial individual interviews and conversations among the women, 
subsequent workshops given for other teachers on the topic by the group and 
papers and theses written with regard to their approaches to teaching for their 
Master's Degree theses. The literature review includes references to the 
sociopolitical dimensions of ESL teaching, intercultural communication, research 
in identity, and gender issues in education. Conclusions point to the impact of 
extensive intercultural experience and reflection on teacher confidence, skill 
building and resilience. 
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CHAPTER I 
INTRODUCTION 
As recently as thirty years ago the concept of "multicultural 
identity" was unheard of within the United States. Through the course 
of our history. Native American cultures have been disdained and 
decimated, as have been the cultures of African slaves who were 
brought here to live and work under the direst of conditions. 
Immigration was the shared history of all European Americans and 
world travel was a luxury enjoyed only by the elite. For more than a 
century this "melting pot", with all its hidden tragedies and horrors was 
seen, nonetheless, as an ideal formula for U.S. nation building. More 
recently, the fact that women in the twentieth century had to fight for 
suffrage, that the Civil Rights Bill was passed only in 1964, and that 
school desegregation was mandated as recently as 1970, remind us that 
sexism and racism have pervaded U.S. history. 
Until the 1970s, schools run by the Board of Indian Affairs on 
Indian reservations took Native American children from their homes 
and housed them in boarding schools to better instill Anglo-American 
culture and values. As tragically, only a few years ago, in 1998, 
California, one of the three most ethnically diverse states, passed 
Proposition 227, which essentially sealed into law the eminence of 
English as the first and only language to be spoken in schools. Shortly 
thereafter, Arizona (2000) and Massachusetts (2002) followed suit. Henry 
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Giroux, a contemporary philosopher of educational trends, points to this 
as a backlash against the very "melting pot" which had been a national 
ideal: 
As the white working class sees its dream of moving up the 
social ladder imperiled, it is increasingly coming to view 
affirmative action, social policy programs, and the changing 
nature of national and cultural identity as a threat to its own 
sense of and possibility. Instead of embracing blacks and other 
ethnic groups as allies the struggle to dismantle master 
narratives of Eurocentric domination with the discourse of 
democratic struggle and solidarity, the legacy of institutional 
and ideological racism appears to have once again reached a 
dangerous threshold that impedes rather than extends such a 
goal (Giroux 1991, 218). 
The complexity of merging cultures and the demands of an 
industrial economy have led inexorably to the oppression of women, 
minority cultures and languages in the interest of consolidating a 
homogeneous public school system and thereby, a "manageable" work 
force. According to Rosaldo (1993): 
Diversity in classrooms does more than arouse discomfort and 
resistance. The moment classrooms become diverse, change 
begins( p. xii). 
Joel Spring (2001) extends this argument by highlighting the 
extent to which politicians, teachers unions, special interests and 
industry around the world influence education and consistently create 
inertia and barriers against multicultural schooling. He proposes that, in 
fact, both the right to maintain and be schooled in one's mother tongue 
and the right to learn the dominant language of one's nation are basic 
human rights. His proposed amendments to the Universal Declaration 
of Human Rights "represent ... an attempt to balance the objectives of 
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universal human rights doctrines with differing rivilizational 
perspectives"(p. 161). Spring also suggests that the balancing of national 
interests with the rights to one's linguistic and cultural heritage includes 
both the content and methods of instruction and he makes clear the 
extent to which most national systems fall short of honoring and 
protecting both the cultural heritage and the individual right to literacy 
in the national language. 
Nonetheless, various factors including wars, as well as socio¬ 
economic realities in the past fifty years, and improved means of travel 
and communication have begun to challenge Western political and 
cultural dominance. During the First and Second World Wars and the 
subsequent Korean War, women, en masse, joined the U.S. work force 
and millions of soldiers were faced with the realities, both enticing and 
disturbing, of the cultures of Europe and Japan. The Viet Nam War and 
the hundreds of thousands of refugees who came to the United States in 
its aftermath heightened awareness of and interest in South East Asia 
and changed the demography of the United States. The radical 
inequalities between the industrial and agricultural economies of Latin 
America and the United States created an influx of immigrants making 
Spanish the second language of the United States and Hispanics the 
largest "minority" population and the foundation of critical U.S. 
industries (McGeveran 2004). 
The development and proliferation of consumer airplane travel 
have also meant that U.S. citizens by the millions have seized the 
opportunity to experience world cultures as a pleasurable adventure 
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while their hosts have begun to learn English and to become familiar 
with aspects of U.S. culture. Thousands of young adults have joined 
overseas organizations such as the Peace Corps or simply traveled 
abroad and concomitantly, millions of international students and 
business people have come to the United States to study and work. 
Other members of the global community have chosen or been forced 
into longer-term sojourns for other professional or personal reasons and 
intermarriage between cultures is no longer the anomaly it was only half 
a century ago (Patterson 1998). Additionally, the World Refugee Survey 
2000 (United States Committee for Refugees 2000) listed 35.1 million 
persons uprooted as refugees or internally displaced persons, meaning 
that there are now more refugees on the planet now than ever in 
recorded history. 
This intermingling of cultures and peoples has led to 
increasingly diverse multiracial and multiethnic populations around the 
world. Simultaneously, discussion of the "global economy" has become 
commonplace and the development of "global citizens" is recognized as 
a goal for educators in both U.S. public school settings and around the 
world. These "multicultural persons", as defined within this study, are 
people who have grown up or live now as minorities within a dominant 
culture different from the culture of their parents. They are often 
children of immigrants or have, themselves, immigrated and their racial 
and ethnic background is mixed such that they do not, for any number 
of reasons, identify completely with any one culture or race. In most 
cases, this also means they speak at least two languages fluently and are 
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able to function appropriately in more than one culture or subculture. 
They are "multicultural" by virtue not only of the complexities of their 
heritage but also by having proven an ability to adapt and function 
effectively in multilingual, multicultural settings. They are a "new kind 
of person" (Adler 1986) adapted especially well to teaching in 
intercultural settings yet who face a new kind of challenge. 
There is, nonetheless, a tension between the realities of living as 
a multicultural person within the realities of prejudice and power and 
the idealized identity and skills of the" global citizen". In the case of this 
study, in particular, this "new kind of person" is also a woman, adding 
to the issue of multiculturalism that of gender. 
Statement of the Problem 
Multicultural women teachers present an exceptional challenge 
to the status quo of virtually every nation in the world, and are 
themselves faced with complex choices. Working in settings where the 
development of global citizens is considered the goal but where the 
differences of gender, race, class and language are present, they may 
find it difficult to know how best to interact with their students and how 
most appropriately to teach in specific institutions. Power dynamics 
(Willett 1996) and language strategies related to gender (Tannen 1994, 
1995) can prevent students and teachers from trusting each other. 
Racism (Berlak & Moyenda 2001, Hardiman & Jackson 1992) and 
cultural differences (Crandall, 1999) can prevent cooperation in the 
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classroom. Differing views of the roles of teachers (Gay 2000) and 
learners (Gee 1990) can inhibit engagement in the classroom. 
Furthermore, teachers can be faced with intercultural dilemmas (Kachru 
1993) that are difficult to reconcile. These dilemmas can be as 
straightforward as whether to follow a curriculum and as complex as 
how, or whether, to allow students to discuss "hot" or taboo topics. 
They can challenge the teacher's own way of perceiving herself and her 
role as a teacher and they can lead to questions about their willingness 
to adjust or respond to the values and systems of education which are 
being used to teach. 
In the United States, multicultural educators (Banks 1988, Nieto 
2004, Wurzel 1988) have defined the characteristics of "ideal" 
multicultural teachers within the context of U.S. public schools and 
suggest numerous strategies for their preparation. Nieto (2004, pp. 383- 
4) states clearly that "becoming a multicultural teacher means becoming 
a multicultural person" which involves: 
• learning more about other cultures 
• confronting one's own racism and biases 
• learning to see reality from a variety of perspectives. 
Wurzel (1988, p.26) makes a distinction between a "perspective" 
which acknowledges "human existence is inherently and universally 
multicultural" and perspectives which must be learned through the 
development of awareness. Like Nieto, he also points out that the 
ethnocentric tendency is buried deep and is "entwined with unconscious 
and culturally determined behaviors and patterns of thinking" (Wurzel, 
1988, p.l) such that one must become aware not only of one's 
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ethnocentric conditioning but also make a commitment to unlearning 
this conditioning and commit to an acceptance of the multicultural 
nature of society. 
Banks (1988, p.26) also urges: 
educational institutions [to]...facilitate the movement of society 
from early to later phases of ethnic revitalization by helping 
students develop clarified and reflective identification with 
their ethnic group, the nation-state, and the global community. 
These are characteristics which certainly apply in any 
intercultural situation, yet there has been only scant research into 
cultural and sociopolitical issues faced by ESL teachers outside US 
public school settings, e.g. in language institutes and not-for profit 
organizations, and by EFL teachers abroad. Govardhan, Nayar and 
Sheorey (1999) point out that theirs is one of the few investigations into 
training for intercultural dimensions of preparation of Teachers of 
English as a Foreign Language (TEFL) and that while programs do 
generally 
help graduate students enrolled in them acquire a considerable 
amount of information and knowledge in linguistics, English, 
pedagogy and the theory and practice of learning another 
language (that)...in terms of preparing students to teach abroad 
there is considerable room for improvement.(p. 121) 
Furthermore it is often assumed that the students served are 
somehow homogeneous, that English is a definable and value-neutral 
content area, and that the teacher is simply a value-neutral instrument of 
instruction. 
Similarly, the issue of gender in ESOL has only recently begun 
to be examined (Tannen 1994, Willett 1994) even though it is common 
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knowledge that most teachers are women. Weiler (1988) has pointed out 
that women teachers face the same social, political, and emotional 
challenges present in society at large: 
For Weiler, the school is a matrix of institutional, personal, and 
social forces caught up in deeply contradictory tensions that are 
neither exclusively dominating or liberating. 
(Giroux & Freire in Weiler,1988, p.xi). 
The work of Belenky, et al (1986) also brought to light the stages 
of identity and "voice" which need to be developed to create confident 
effective female teachers. This critical awareness has many facets, only 
some of which have been articulated. Tannen (1994) points out a variety 
of gender-related patterns of discourse which can serve to create 
solidarity, or alternatively, create a power imbalance in classrooms while 
Willett (1994) points out that gender "is one of the major social relations 
continually negotiated as we engage in social practices" (p.344) but that 
they are very rarely considered in evaluating research. This is to say, 
there is much to explore and know about the role gender plays in the 
lives of women teachers and their students. 
Similarly, as frequently as the terms "multicultural" and "global 
citizen" are used, there is still little research on the identity development 
of women, specifically, who - by birth, force or choice - have grown to 
adulthood in complex multicultural contexts. Furthermore, women have 
not been given many opportunities to articulate how they go about 
fostering linguistic competence or for that matter, "multicultural 
perspectives" in others. 
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Statement of Purpose 
This research focuses on these issues of gender, identity and 
cultural complexity in the lives of six multicultural women teachers, 
three who teach in the United States and three who teach overseas, and 
then examines the impact their multicultural identities have on the 
choices and skills they employ as teachers in private ESL and overseas 
EFL environments. The primary research question for the study was: 
How do multicultural women define themselves in 
multicultural settings? 
Specific sub-questions included: 
• What is the impact of extensive intercultural and linguistic 
experience on the development of identity? 
• What are the challenges most frequently perceived and 
named by multicultural women teachers in diverse (i.e., 
ESL/EFL) learning environments? 
• What goals do these teachers set for themselves and their 
students? 
• What attributes are most relevant in achieving these goals? 
• What are the implications of this research for teacher 
education and professional development? 
Given that we live in an increasingly multicultural and global 
environment and want schools and teachers who can effectively train 
students for this reality, these are important questions. 
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Design of the Study 
To plumb the depths of these questions, it seemed most 
appropriate to carry out an in-depth, longitudinal study of the lives of 
multicultural women from diverse backgrounds working as teachers in 
diverse teaching environments. I determined to begin with "In-Depth 
Interviewing" (Seidman 1991) and as the project continued, to allow for 
the evolution of a participatory format which could allow for further 
exploration and definition by the women themselves of the issues which 
most concerned them. Seidman's methodology involves three one to two 
hour interviews of individuals, the first of which focuses on their 
autobiographies and the second and third focusing on critical reflection 
on a defined issue, in this case, on teaching in multicultural 
environments. This was combined with the "cooperative inquiry" 
methodology developed by Peter Reason (1994) in which the 
participants themselves also define questions for reflection over a series 
of meetings as well as themes that served as the basis for conclusions of 
the study. 
Participants 
I was fortunate, as a faculty member of the School for 
International Training(SIT) in Brattleboro, Vermont (see catalogue in 
appendix), to repeatedly teach a course in "Culture, Identity and Ethnic 
Diversity". In that course I invariably had the opportunity to work with 
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students from diverse intercultural and international backgrounds. In 
the summers of 1996 and 1997, in preparation for this study, I carried out 
initial interviews with twelve women students who had been 
recommended to me or who presented themselves to me, having heard 
of my interest in multicultural identity. I selected the final six based on 
recommendations made to me by their instructors to ensure they met 
my research criteria and that each had had experience teaching in at 
least two different cultural contexts. I also wanted to be sure they were 
substantively different, culturally and linguistically, each from the other. 
Counting them together, the six women I ultimately worked with 
speak eight languages: English, Spanish, Portuguese, Gujarati, American Sign 
Language, Japanese, Cambodian, and German-all with some fluency. Three 
were bom in the United States with English as a native language and three 
were native to other cultures and languages. One is Spanish raised in Brazil, 
one ethnically East Indian raised in Mozambique, one Cambodian- a refugee at 
the age of eight to the U.S., one Japanese-American and of mixed Mexican- 
Filipino-Blackfoot heritage. Only the latter is currently teaching in her country 
of birth. Five married outside their native cultures, one remains single, and one 
is now divorced. 
One woman, Julia, whose background on her father's side is Mexican 
and whose mother is Black Foot-American/Filipino has taught on a reservation 
school for Native Americans, in public middle school, immigrants at a City 
College and wealthy Europeans at a private institute. Another, Andrea, an 
Anglo-American, who grew up in a household with two deaf siblings, and is 
now married to a Japanese man and has two children, and has taught in both a 
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corporate setting and at a Japanese university. Maria Clara is single and 
bicultural, bom in Spain of Spanish parents and has lived most of her life in 
Brazil. She taught for many years in the rural Amazon and now teaches 
professional English at a large urban bi-national center. Milvia is ethnically 
East Indian, though she was born in Mozambique, and lived in both Spain and 
England before attending a U.S. university and marrying an Anglo-American 
man. Rosaly is Cambodian and was a refugee to the U.S. at the age of eight.. 
She is now married to a German man and teaches Chinese immigrants and 
South-East Asian refugees in a large U.S. urban city. Sherry is Japanese 
American, was raised and schooled in the United States though she is now 
living in Japan, married to a Japanese man and teaching at a university, having 
taught for many years at a YMCA language school. These combinations of 
backgrounds, life and professional experiences were rich and fascinating 
sources of study and exploration. 
The initial interviews were carried out with each woman over 
the course of a year. Each woman was interviewed three times, each 
interview lasting between one and two hours. Over the course of the 
research, from 1996, when I first met with some of the women, until 
2000, the group also decided to offer three presentations, two for their 
colleagues, which were their reflections during the second summer of 
their times together at S.I.T. and one at the 2000 Teachers of English to 
Students of Second Language (TESOL) Convention in Vancouver, which 
we saw as our culminating creative effort together. Four have also 
provided me with their master's theses written on topics that rose out of 
this project and all contributed any additional graphic and written 
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reflections on their evolving identities as individuals and teachers that 
they had written over that period of time 
Significance of the Study 
Imagine a hotel room (one of hundreds set aside for a Teachers 
of English as a Second Language Conference) with a view of the 
mountains in Vancouver and of a huge conference complex. The room 
is filled with beds and suitcases and with five women— each focused 
intently on communicating, not just to each other, but to others at the 
conference what it means to be a hybrid cultural being and to "cross 
borders", as consciously as possible with students learning English. This 
study offered me ,and the others involved, that experience along with 
what bell hooks (1994) described as "necessity" for educators: 
to talk to one another, to collaborate in a discussion that crosses 
boundaries...it is fashionable these days when "difference" is a 
hot topic in progressive circles, to talk about hybridity and 
border crossing" but we often have no individuals who actually 
occupy different locations within structures, sharing ideas with 
one another, mapping out terrains of commonality, connection, 
and shared concern with teaching practices (p.130). 
It was also an opportunity to reflect on our own experiences, to 
collaborate with others, to set goals which are in line with our beliefs 
and ultimately, to offer insights to other teachers. We found ourselves 
hoping we might inspire other women from complex backgrounds to 
join us in reflecting on how those complexities enrich our lives and 
demand skills which we can use to benefit others. Ultimately, we also 
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aspired to be of significance to teachers and teacher educators whose 
desire it is to not only understand the experiences of students of diverse 
backgrounds but to better prepare teachers for the intercultural and 
sociopolitical dimensions of English language teaching and to identify 
the skills, attitudes and knowledge needed by women teachers in 
particular. 
During the course of the study other research has been done, 
especially on specific cultural groups as students and as teachers (Banks 
1988 &1989, Marsh 2003), and also for Anglo-and African-American 
teachers (Delpit &Dowdy 2002, Irvine 2003) who desire to bring sensitivity 
and cultural awareness to their teaching and their students. Socio-political 
issues (Goodman 2001, Spring 2001) have also been articulated as significant 
in emerging nations and with particular populations, but the issues which 
affect multi-racial, multicultural, multilingual teachers still remain rarely 
recognized or researched. Certainly the uniqueness of these individuals 
precludes much generalization but on the other hand, the world trend is 
toward intermarriage and migration and the women in this study cast light 
on significant issues more and more women will face. Beyond this, the 
women articulate much-needed ways of thinking critically about students 
in multicultural classroom from a vantage point of empathy and experience. 
My participation 
My stance at the outset was one of an interested observer. I was 
determined to understand and encourage the shared experience of other 
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women but ultimately found my relationship inevitably deepened with each of 
them over time. I feared initially that if I shared too much of myself I might 
suggest patterns or interpretations of their experiences and become unable to 
distinguish their reflections from my own. I found, however, that the telling of 
my relation to these stories has now become a necessary part of the research 
itself. 
Qualitative research is, by intention, specific and contextual and yet 
also suggestive of larger patterns which I perceive, weave and story-tell. This 
may enrich or be a limitation to the research. Ruth Behar (1993) writes of this 
dynamic in her book Translated Woman referring to her interviews of a 
Mexican village woman: 
Unlike all other listener's of Esperanza's story, it was up to me, 
as the researcher with access to the resources of bookmaking, to 
transform her "spoken words into a commodity". In my 
multiple roles as priest, interviewer, collector, and peddler of 
Esperanza's words...I have had to cut, cut and cut away at our 
talk to make it fit between the covers of a book, and even more 
importantly to make it recognizable as a story, a certain kind of 
story, a life history (p. 187). 
How suggestive these portraits really are of larger truths, given 
the differences among these women, can be held up to question. The 
thrust of this research is, nonetheless, into the chaos and complexity of 
the lives of women who have multicultural identities and live in 
multicultural contexts, so that it is the complexity rather than dynamics 
specific to any one race or culture that will be found here. 
As for me, I continue to be rewarded by this process that has 
been one of co-creation. It was and is an ongoing attempt to create 
connection and new knowledge, of myself and of the lives of women 
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involved in lives of teaching. Ruth Benedict in her early years, "felt a 
desperate longing" to "know how other women have saved their souls 
alive" and "accorded dignity to the rich processes of living (Modell 1983, 
104)". She wanted the biographies she wrote "to have an impact on 
society, but its impact on herself was already profound...by writing 
about them she communed with them and with herself (Caffrey 1989, 
89)." This has been my experience as well. 
What Lies Ahead 
In the following five chapters I invite the reader to share in the 
results of the study. In chapter two, I offer a review of the literature that 
has already been done to contribute to an understanding multicultural 
identity, developmental psychology, teacher knowledge and chaos and 
complexity theory. Chapter Three includes a more detailed description 
of the research model and of the research philosophy underlying the 
evolution of the project. This allows the reader to understand how the 
information for the participant profiles in Chapter Four was gathered. 
Chapter Five provides an analysis of commonalities and contrasts 
discovered among the women which might be of relevance to other 
women teachers and the Summary, Conclusions and Implications in 
Chapter Six point to areas of interest for further study. 
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CHAPTER II 
REVIEW OF RELATED LITERATURE 
ESOL teachers require unique skills and special characteristics to 
face the cultural and personal challenges involved in teaching English to 
Students of Other Languages (ESOL) in the extraordinary variety of settings 
that exist around the world. This study focuses on six such teachers of 
ESOL, all multicultural women, and explores how they live and work in 
intercultural settings. The literature reviewed here is intended to provide a 
framework for understanding the challenges involved in teaching in diverse 
contexts. While all are inter-related I will begin with the broader 
sociopolitical issues of teaching English internationally and proceed then to 
how those issues play out as various form of intercultural communication 
in the classroom, as issues of identity individual teachers face as they make 
decisions for their students and finally as they relate to the gender of the 
teacher. Let us begin by examining the sociopolitical context in which these 
teachers and students live and work. 
The Sociopolitical Context of TESOL 
English is the language currently used most frequently to mediate 
economic development, political negotiation, education, and intimate and 
long-distance communication among billions of people around the world. It 
has become the symbol of modernization and cultural hegemony, and as 
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such, of power and westernization. As a result, English language instruction 
has become a signal of and vehicle for change within global economic, 
political, and social shifts, and concomitantly, the focus of extensive critical 
inquiry within the field of overseas English language preparation. 
In 1987, Diane Larsen-Freeman (1987) cast the teaching of English 
as "utilitarian" and to be used "as an international language" and suggested 
that it need not threaten the identity of non-English culture. Since then, 
however, issues of language policy and planning have risen up as hotly 
debated dilemmas and the role of the ESOL teacher has been scrutinized 
extensively. 
Phillipson &Skutnabb-Kangas (1996) identified two basic EFL 
(English as a Foreign Language) language policies: "a diffusion-of English 
paradigm" and "an ecology of language paradigm" which are radically 
different options: 
The first involves triumphant capitalism, its science and 
technology, and a monolingual view of modernization and 
internationalization. The "ecology-of language" paradigm involves 
building on linguistic diversity world-wide, promoting 
multilingualism and foreign language learning, and granting 
linguistic human rights to speakers of all languages (p. 429). 
Underlying the first view is the assumption that the sharing of a 
common global language will serve to simplify, and thus unify and bring 
about common access to modem technology and the benefits of modem 
culture in the global community— while the second holds up 
multilingualism as a human right, one essential not only for maintaining 
cultural and linguistic diversity but also for guaranteeing the "that 
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participants in communication should be in a position of equality, 
irrespective of mother tongue, gender or other distinctions" (p.444). 
Joel Spring (2001) has taken this point even further by articulating 
"an intercivilizational approach," demonstrating different understandings 
of equality and freedom in Confucian, Islamic, Western, and Hindu 
traditions and proposing amendments to the Universal Declaration of 
Human Rights (1948) which would guarantee, among other rights "the right 
to an education using students'[their] mother-tongue "(p.162). 
The discussion of the right to native language instruction parallels 
the debates regarding language diversity in the United States. Wiley and 
Lukes (1996) hold that on the one side there are proponents of 
"monolingualism", sometimes called the "immigrant paradigm" which 
portrays language diversity as "an alien and divisive force" along with a 
related policy which involves a "standard language ideology" which 
suppresses linguistic variation and pushes toward a standard spoken 
English similar to the written language. They quote Adger (1988), who, on 
the other hand, analyzed the historical responses of professional 
organizations meeting the needs of speakers of other language and varieties 
of English, and determined experience with immigrants invariably call for 
more accepting responses to language diversity. Wiley and Lukes 
specifically point to linguistic awareness training for teachers, skill-based 
instruction for minority students, and reform in language assessment—all 
of which are aspects of a multilingual approach to language instruction. 
Phillipson (1988) also concluded that language policy needs to be able to 
adjust and change and that bilingual education is an effective option. 
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In researching the same issues of language policy more broadly, 
Ricento & Homberger (1996) examined how ELT (English Language 
Teaching) professionals who decide language policies "promote policies 
reaffirming or opposing hierarchies of power that reflect entrenched 
historical and institutional beliefs and how they might affect changes in 
local contexts". The analogy they used was that of an onion, the layers of 
which reflect influences on social change. At the heart of the onion is the 
"classroom practitioner" or teacher who despite layers of societal norms, 
governmental policies and institutionally recommended procedures, has the 
ability to "transform classrooms, thereby promoting institutional change 
that can lead to political and ultimately, broader social change" (p.418). 
They point out, however, that Language Policy and Planning (LPP) is a 
"multi-layered construct" wherein ideology, ethnicity and culture 
"permeate and interact with each other as they enact various types, 
approaches and goals of LLP" (p. 419). 
Penny cook's work (1989,1994,1995,1998) in a similar layered 
fashion focuses on the embeddedness of dominant ways of thinking about 
English language teaching in applied linguistics and about the cultural and 
political implications of the spread of English. His original research was 
done in South Africa and it was there that he created his term the 
"pedagogy of possibility" in which he pointed out the impact methodology 
can have on a students' relationship to knowledge and power. He showed 
that by engaging students in a critical approach to their own learning, they 
could also move toward becoming shareholders in their society. Similarly, 
Tollefson (1995) emphasizes the importance of understanding the dynamics 
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of power and inequality involved in language, the politics of the classroom, 
on language as a determinant of income, on ideological influences on 
linguistic and cultural empowerment, and on linguistic and politics in 
language planning. As stated by David Nunan, 2000 President of TESOL, 
As the English language continues to diversify these questions 
become more difficult to answer, and the task of identifying more 
appropriate pedagogies, more challenging" (1999/2000 p.3). 
Each context must be seen by the teacher as a manifestation of 
embedded values and the choices that teacher makes, as an alignment, 
conscious or unconscious, with an implicit ideology. Other research 
focusing on issues relative to language planning for specific contexts 
substantiates and further illuminates these concerns,. Before the fall of 
apartheid in South Africa, Bonnie Norton Peirce(1989) pointed to the power 
of ESL pedagogy in fomenting change. Six years later, however, post¬ 
apartheid, Barkhuisen and Gough(1994) again looked at the the role of 
English instruction, suggesting it also served, in part, as a colonizing force 
in an environment where native languages were falling by the way-side, 
with English formally installed as the common medium of instruction. 
Similarly, after the fall of communism in the Ukraine, Tamopolsky (1996) 
described the issues underlying whether EFL teaching should become state- 
run or commercial, his implication being that the funding source had an 
impact on the values imbedded in the content and methodology. In the 
same special issue of the TESOL Quarterly, Mohamed Daod (1996) offered 
that policy questions in Tunisia had to do with setting and financing clear 
goals for English instruction, given that Arabic and French were historically 
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embedded in educational institutions even while English was becoming 
more and more necessary to the modernization of the country, especially in 
relation to economic, scientific and technical development. 
McQuire(1996) adds the role of the public to the same discussion 
and defines the driving forces in language planning and policy in Central 
America as "command" and "demand". The public schools command 
teachers to teach English whether or not they want to teach it or even know 
it well and members of the elite demand the best possible instruction—all 
embracing the notion that English is a needed means of advancement. 
Brazilian teachers, similarly, "saw themselves as agents of good in that they 
prepared students to be successful in the world " but were wary of taking 
up political questions relating to progressive reforms. These examples point 
out that teachers of English to speakers of other languages (ESOL) are faced 
with immense ideological as well as practical and pedagogical challenges 
and that the needs of students and schools change over time, always 
specific to the history, society and institutional concerns of the teaching 
context. In each context professionals found themselves questioning the 
role of English, and of English instructors in developing nations. 
Within the United States, ESOL teachers' jobs also shift to meet 
demographic trends. Quoting Crandall (1999 p.l), teachers "hired to teach a 
skill-based course" find themselves "teaching English for academic or 
specific purposes," or are called upon to "teach mathematics, science, or 
social studies in content-based language programs." In some communities 
(Freeman, R. 1996, p.558) "language planning and implementation ...are 
dynamic, multilevel, multidirectional processes in which language minority 
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and language majority members...collaborate in their efforts to define 
bilingualism and cultural pluralism as resources to be developed," while in 
others the needs of an entire district are covered by one lone teacher who 
pulls together a string of part-time jobs, perhaps teaching mornings in 
different public school classrooms and evenings in adult education 
programs. 
Similarly, private language schools increasingly have to offer a 
kaleidoscope of courses to meet diverse needs of students, such that the 
same teacher might work one month with international executives learning 
business English and negotiating skills and another with young adults 
using a month of language instruction as a means to travel in the United 
States. Overseas, political changes have meant that teachers who only a few 
years ago studied English as a Foreign Language (EFL) "behind the Iron 
Curtain" are being asked to teach "communicative" English for which they 
have little preparation. Whether in public or private institutions, ESOL 
teachers around the world need extensive knowledge of English as well as 
the flexibility necessary to address the needs of a wide range of students. As 
Nunan (1999/2000) remarked, "the reality of day-to-day teaching and 
learning of English brings with it a series of inter-related social and political 
questions" (p. 3). 
Intercultural challenges 
Thus, newly trained ESOL teachers may find themselves teaching 
technical English to male airplane mechanics in Saudi Arabia, medical 
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English to female medical practitioners in Finland or Rumania, or literacy 
and functional English to Central American refugees in Canada. The nature 
of the TESOL field is such that the variations among classrooms and 
institutions are seemingly infinite, and often unpredictable, demanding that 
its practitioners have the skills to manage the differences inherent in 
moving students, and themselves, beyond linguistic and cultural 
boundaries. 
Every ESL/EFL teacher, in fact, faces the core challenge of helping 
students adjust to the realities of English-speaking cultures. For ESL 
teachers teaching immigrants or refugees in English-speaking countries the 
reality is incontrovertible and the students' needs are immediate. Whether 
or not the teachers are involved directly in students' resettlement, they need 
to be cognizant of the cultural adjustment process and able to help students 
think critically about their options, if not about their past experiences as 
well. On the other hand, teachers of EFL often face students' distorted 
views of Anglophone cultures and need to search for ways of helping them 
appreciate or understand the diversity of the language and cultures of the 
Anglophone world. Native speakers of English teaching in those 
environments where English is a foreign language can be expected to 
struggle with how best to motivate and teach students whose culture, 
language, and pedagogy are unfamiliar, while non-native speakers of 
English teaching in those same environments are asked more and more to 
teach "communicative" or business English and aspects of English-speaking 
cultures with which they may have little or no direct contact and both face 
the similar issue of needing to learn new discourses to succeed in helping 
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students learn. No one course of study can prepare teachers for the variety 
of environments they are likely to face, and certainly, no one type of teacher 
seems adequate. Ultimately, English language classrooms have embedded 
within them many of the intercultural dilemmas demanding tolerance, and 
sometimes even conflict resolution, which all societies reflect today. 
It would seem common sense that no one teacher could be 
prepared to teach students of diverse ages and cultural backgrounds with 
varying levels of education and language proficiency --yet that is the 
expectation thousands of ESOL teachers face everyday. While in the United 
States there is extensive literature (Banks 1988,1989; Garcia 1994; Nieto 
2004) describing the challenges of and offering strategies for teaching 
effectively in multicultural public schools, Govardhan, Nayar & Sheorey 
(1996 )assert that "there is considerable room for improvement in the 
content, constitution, orientation of MATESOL programs(p.l21) preparing 
students to teach abroad. This need has much to do with the changing 
political situations mentioned above but it also has to do with the unique 
challenges of teaching students from diverse linguistic backgrounds as well. 
In one guide for teachers. Swan, Smith & Ur (2001) help teachers of 
ESOL by analyzing and predicting sources of interference (pronunciation, 
grammar and vocabulary) learners from the 22 different cultures a teacher 
might reasonably expect to face during their career. As instructional as this 
may be for novice teachers, Rubin (1986) casts the classroom as a changing 
interplay of forces, among them six general areas of mismatches between 
teachers and students expectations for classroom communication: (1) 
norms for loquacity, (2) norms for the structure of interaction, (3) norms for 
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participant relations, (4) norms for construing questions, (5) judgments of 
teacher behavior, and (6) academic advisement. Similarly, Cazden( 1988) 
and Gee( 1990) describe each classroom as a "discourse" or teaching- 
learning culture with its own unique interplay of teaching and learning 
expectations or "literacy" to be gained. Powell and Andersen(1993) offer 
these examples: 
In the United States we show respect to teachers by looking at them 
when they talk to us, but in Jamaica looking at teachers is a sign of 
disrespect, while not looking at them is a sign of respect. African 
Americans and many West African cultures follow die Jamaican 
pattern. In Italian classrooms teachers and students touch each 
other frequently, and children greet a teacher with a kiss on both 
cheeks while putting their arms around a teacher. On the other 
hand Chinese and Japanese children show complete emotional 
restraint in classrooms[in China and Japan](p. 325). 
For another example. Parry (1996) describes the strategies that 
Chinese and Nigerian secondary school students use for academic reading 
tasks as "strikingly different": 
Whereas the Nigerian students showed a marked preference for 
top-down methods of solving comprehension problems, the 
Chinese students reported a strong tendency to use bottom-up 
ones( p.665). 
Similarly, Gay (1981), after having worked extensively with Native 
Americans, described two conflicting cultural orientations to learning in 
classrooms, an "analytical style" and a "relational style". Teachers may find 
it difficult to understand the subtle cues indicating respect or 
comprehension on the faces of some students, just as they struggle to find 
alternative strategies for others. Students in classes designed to support 
equality of participation are often surprised not to find the classroom norms 
based on gender or age that they are accustomed to. Similarly, men from 
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male-dominated societies may have difficulty sharing the classroom with 
female classmates or teachers. A conversation class may turn into a 
battleground if a hot topic is brought to the surface or alternatively, a 
graveyard, if a taboo is touched upon or dealt with recklessly by a classmate 
or the teacher. Most ESOL teachers in fact, find themselves faced with the 
complex and chaotic challenges of intercultural work as different issues 
within ESOL contexts create linguistic, cultural, and identity issues for 
which ESL and EFL teachers must be prepared. 
Encouraging a critical approach to pedagogy, Kubota (1999, p. 33) 
makes a strong case, however, against a strict view of determinism when 
predicting cultural patterns suggesting that "such views promote a 
monolithic, static, and exoticized image of culture". Her research suggests 
there are three modes of addressing cultural differences. The "acculturation 
mode" encourages students to adapt to conventions of the target language 
community as a means of overcoming cultural differences and adaptation to 
the dominant culture. The "pluralist" model "respects cultural differences 
and promotes rhetorical pluralism in mainstream English-speaking 
discourse communities allowing students to express their voices in their 
own cultural mode of expression"(p.26). Finally "critical multiculturalism": 
demands not only recognition of and respect for cultural diversity 
but also critical investigation into one's cultural heritage and school 
curricular and everyday lived experiences by locating them in 
social, economic and political conditions that produce and 
legitimate them (Kanpol 1997). 
Ideally, a multicultural and highly skilled teacher could be the 
mediator of all these multi-directional forces but the challenge, regardless, is 
a daunting one. Julian Edge (1996) writes: 
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We face paradoxes or dilemmas, when clashes develop between 
different sets of values: for example the professional values we face 
as people who teach, the political values that dominate the societies 
in which we work, and the cultural values that predominate in 
societies in which we interact (p.9)(italics mine). 
Becoming a Multicultural Teacher 
Given the assumption that ESOL classrooms are microcosms of 
intercultural communication and conflict, educators have developed ways 
of defining both the process of becoming multicultural and the end goal 
itself of what it means to be a skilled multicultural teacher. Nieto has 
defined this "multicultural person" as someone who "has learned to see 
reality from a variety of perspectives" (2000, p. 338) while Bennett (1993) 
writes in terms of developing along a continuum from "ethno-centrism" to 
"ethno relativism". Wurzel (1988, p. 3) writes: 
We propose a more comprehensive definition, one that sees 
multicultural education not only as an instructional product but as 
a continuing product involving: reflection, learning and the 
development of cultural awareness, the acceptance of conflict for its 
educational potential, the willingness to learn about one's own 
cultural reality from interaction with others, improvement of 
communication with people from other cultures and the 
recognition of the universality of multiculturalism. 
All three models denote as a goal the capacity to hold or connect 
one's own and other perspectives simultaneously in regard while making 
decisions; to be in "an anomalous position, neither truly attached nor truly 
detached from her subjects, a stranger in their midst" (Reinharz 1984). 
Wurzel (1988) and Bennett (1993) also point to concepts such as "cultural 
conflict" and "disequilibrium" as catalysts for change, growth and 
development into a multicultural being. Bennett's model suggests a 
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disequilibrium and reintegration at each stage of development. The stages 
are: 
• denial of difference 
• defense against difference 
• minimization of difference 
• acceptance of difference 
• appreciation of difference 
• integration of difference 
Central to Bennett's model is the concept that individuals can 
become increasingly skillful in facing "[culturally]different" individuals 
and situations and that development happens as individuals realize the 
essential relativity of cultural values and behavior. Embedded in his 
approach is the concept that monocultural beings have developed in 
isolated environments which allow them to maintain beliefs in the 
uniqueness and centrality of their own ethnic realities and, concomitantly, 
in their superiority. New experiences will ultimately force awareness, 
appreciation, and even, integration of difference. Nonetheless, he 
emphasizes that the early stages are marked by resistance and minimization 
of the differences as they present themselves. 
Wurzel's model includes less circumstantial and more intentional 
educational interventions. His stages include: 
• monoculturalism 
• cross-cultural contact 
• cultural conflict 
• educational interventions 
• disequilibrium 
• awareness 
• multiculturalism 
Notably, educational interventions in his model transform cultural 
conflict to disequilibium and awareness. At the heart of Wurzel's 
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methodology is the transformation of "dogmatism" into "inquiry" or 
"cognitive imposition" into "cognitive choice". He writes "if the notion that 
there are no simple answers to cultural conflict can be established through 
educational interventions, then progress will be made in fostering a 
multicultural way of thinking"(1988, p.9). 
Research by Nieto (2004) complements these developmental 
models by fleshing out the attitudes and behaviors (tolerance, acceptance, 
respect, and affirmation, solidarity and critique) which express themselves 
at different levels in the development of a multicultural perspective. Central 
to the stages she identifies is the development of emotional maturity, 
evidenced by her description of the final stage. While "tolerance", in her 
terms, shows a minimal willingness to engage with diversity, her final stage 
of "affirmation, solidarity and critique" are based on the premise that "the 
most powerful learning results when students work and struggle with one 
another, even if it is sometimes difficult and challenging" (p. 340). She also 
points out that this involves the capacity to understand that culture is not 
fixed and that it can be critiqued. 
All three of the models, nonetheless, hold in common the goal of 
complex critical thinking and increased self-awareness along with tolerance 
of others and lead to change in how individuals come to see themselves and 
others. They also seek to develop "multicultural identity". 
Identity 
Whether the development of identity, multicultural or otherwise, 
happens differently across cultures or among ethnic groups is a more 
specific question. Writing for white teachers in his book. We Can't Teach 
What We Don't Know, Gary Howard (1999, p. 35 ) states that it is helpful "to 
use the lens of 'otherness', in general, as a means of understanding 
dominance" and that teachers who are ethnically white must learn to 
evaluate and change how they think, feel and act in relation to "others" if 
they hope to empathize with and advocate for students from diverse ethnic 
backgrounds. In writing about White identity, in particular, he states that 
"white racial identity is a multidimensional and complex phenomenon", 
and a "multiple, shifting and often contradictory identity" (p.114). 
Nonetheless, he is able to point to the ways and means of helping white 
teachers develop along a continuum of awareness of their own thinking, 
feeling and acting in the service of becoming transformative teachers, 
capable of empathizing with and advocating for members of other ethnic 
groups, i.e. becoming "multicultural teachers". 
Literature on identity development as it relates to race, ethnicity, 
cultural heritage and intercultural experience also demonstrates that 
individuals develop along a continuum from naivete to critical awareness 
through interaction with people from different backgrounds. Hardiman and 
Jackson (1992) focus specifically on racial identity within the United States 
and suggest a five-stage theory of identity development beginning with 
"naivete" and concluding with "multi-perspective internalization" which 
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suggests how cultural consciousness grows and changes. The importance of 
this model is that it highlights the power dynamics which are inevitably 
part of any culture and the struggles faced by individuals when they realize 
their racial characteristics predispose them to experiences of inclusion and 
exclusion beyond their choosing. Once having been made aware of these 
designations they move through five stages: 
(1 )naivete, without consciousness of social identity; 
(2) acceptance of the prevailing social definitions of Blackness and 
Whiteness; 
(3) resistance, the rejection, of the racist definition of Blackness and 
Whiteness; (4) redefinition, suggesting the renaming of one's racial 
identity; and 
(5) internalization, the integration of the redefined racial identity 
into all aspects of the self (p. 23). 
Variations on this model have been widely researched and written 
about. Whether it be ethnic identity (Banks 1989, Smith 1991, Sue & Sue 
1990, Phinney 1991), minority identity 
(Atkinson, Morten, and Sue 1983) or biracial identity (Poston 
1990; Root 1992), they all offer similar insights into the variable 
experiences of inclusion and exclusion, of complexity and of variability 
and ultimately, of a more stable integrated sense of identity. Similarly in 
her essay "Identity: Skin/Blood/Heart" Minnie Bruce Pratt (1984) 
addresses those bom into privilege, and asks: 
Why and when does a person willingly undertake change, 
especially if one is comfortable? What does one stand to gain from 
questioning one's cherished beliefs and changing fundamental 
ways of thinking? 
Rather than the awakening to privilege, these models all acknowledge 
the pain and disequilibrium caused when the full force of prejudice is 
felt and acknowledged by an individual. While for Anglo-Americans 
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the ongoing disequilibrium comes from a sense of guilt and complicity 
with oppression, ethnic minorities inevitably face anger and grief at 
the exclusion and loss of power associated, at least initially, with 
increased awareness of minority identity. 
Stephan (1992) and Bennett (1993), provide important additional 
insight into those experiences. Stephan notes that some dated literature 
(Gordon 1964, Henriques 1974, McDermott &Fukunagal977) had 
suggested that intermarriage can have negative effects (anxiety, 
insecurity, guilt, anger, depression and identity conflicts) on mixed 
heritage children of these marriages and that mixed heritage individuals 
might be more alienated, may experience greater stress and have lower 
self esteem than members of the majority, but also states that others 
suggest bicultural socialization may have a variety of benefits: 
For example, bilingual children have been shown to be more 
cognitively flexible and less dogmatic than monolinguals and to 
have more favorable intergroup attitudes than monolinguals 
In her own study (1991) of the positive and negative results of 
bicultural assimilation, however, Stephan found there was almost no 
evidence for the hypothesis that being socialized in a bicultural home 
has negative effects. The only negative effect was that mixed heritage 
students were not as facile in English as Caucasians. She also points to 
the distinction that many sociologists make that "for some individuals, 
ethnic identity changes in specific roles or situations, while for others 
ethnic identity is stable (p.62)". In the first, one would refer to the 
identity as an ethnic "trait" which can be used as a code of sorts in 
specific settings, while for the other it is an aspect of ethnic "identity" 
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which is manifested, consciously or unconsciously, by the individual, 
regardless of the circumstance. 
These findings are consistent with the work of Janet 
Bennett(1993) on multicultural identity. She suggests that: "a wide 
range of people are actively carrying the frame of reference of two or 
more cultures'^ p. 110) and discerns two potential responses to this 
experience, that of constructive marginality (Bennett, 1986) and that of 
encapsulated marginality and points out that the challenges are different 
for each. The first bespeaks the ability of a person to manage 
complexities and to construct a way of being which is in harmony with 
that complexity, while the second denotes someone caught up and 
suffering some discomfort because of his or her multiple perceptions of 
reality. She urges individuals to learn to move between these two 
positions, never entirely comfortable perhaps, but increasingly 
discovering constructive ways of managing their experiences. 
In a classic treatise on identity, Adam Curle(1972) called these 
differences "belonging" and "awareness" identities, suggesting that 
"belonging identity" is temporal and associated with position, 
affiliations, possessions and a low level of awareness while "awareness 
identity" develops with self-awareness and high awareness of others. A 
person's level of awareness, in combination with the mode and strength 
of his sense of identity is a determinant of his/her attitude to and 
involvement in social action: 
Broadly speaking, people derive feelings of security from strong 
belonging identity and hence from the "status -quo" and 
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experience anxiety when it is threatened in increasing 
awareness of social justice and human need. 
In Feeling Power, Meg Boler (1999) reaffirms this aspect of 
identity development by inviting educators and students to engage in 
what she calls a pedagogy of discomfort, not unlike the "struggle" 
aspect of Nieto's hierarchy suggesting they examine constructed self- 
images in relation to how one has learned to perceive others. With what 
she calls "this culture of inquiry and flexibility" a central focus is to 
recognize how emotions define how and what one chooses to see and 
conversely, what one chooses not to see. Ultimately Boler (1999) and 
others point to the fact that it takes courage to face: 
the tragic loss' inherent in educational inquiry; facing demons 
and precarious sense of self. But in so doing one gains a new 
sense of interconnection with others. 
This same "intercultural personhood"(Kim, 1994), based on extensive 
expatriate experience, creates a similar identity called "global nomads" 
(Schaetti, 2003). The identity development of these individuals has also 
been explored and disputed along various lines (Park 1928, Northrop 
1946, Thompson 1973, Adler, 1986; Asante 1987, Myers et al 1991, Kim, 
1994, Sparrow 2000 (see appendix a), Tang, 1997). These explorations 
relate specifically to people who have grown up or work moving in 
and out of a variety of cultures around the world, often learning the 
languages and at least partially integrating into the life of their host 
cultures. These "nomads" are typically people who choose to be 
diplomats, business people or missionaries and are to be contrasted 
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with immigrants and refugees who have been uprooted by choice or 
force for economic or political reasons. 
The immigrant/refugee experience brings about a pain 
associated with the loss of homes, income and loved ones and can cast 
an even deeper pall on the relationship of an individual to change. Chu 
(1983) compares refugee adjustment to that of grief—a process which 
involves numbness, anger, sadness and acceptance of a new identity. 
Masuda and Lin (1983) suggest, however, that each culture has its 
unique ways of coping as well as cultural strengths which can overcome 
and heal the trauma of transition. 
Duff and Uchida(1997) write: 
... sociocultural identities ... are not static, deterministic 
constructs that EFL teachers and students bring to the classroom 
and then take away unchanged at the end of a lesson or course. 
Nor are they simply dictated by membership in a larger social, 
cultural, or linguistic group....Rather in educational practices as 
in other facets of social life, identities and beliefs are co¬ 
constructed and negotiated and transformed on an ongoing 
basis by means of language(p.452) 
This is, in essence, a summary of the "translinguistics" of 
Bahktin. In contrast to the structural linguistics of Saussure or 
Chomsky, or the ethnographic perspective of Boas, Bahktin does not 
hold to the concept of an individual as alone, bounded or ethnically 
"whole" but rather connected to and formed by social interaction, a 
'sediment' of sorts of numerous conversations or dialogues in 
relationship with others over time. Doe (1988) describes Bahktin's 
ideas: 
just as a new piece of slate is formed by the depositing and 
compressing of many older materials over time, the unique 
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individual is formed out of experiences of talk collected and 
compressed through time (p. 18). 
This process of continual emerging and becoming, a social 
constructivist orientation, 
captures the ebb and tides of identity construction over time .. 
[It} allows us to examine the building of multiple, yet perfectly 
compatible identities-identities that are subtle and perhaps have 
no label, blended identities, even blurred identities" (Ochs 1993, 
p. 298). 
This literature suggests that in one context or circumstance a 
person may well adjust and move skillfully through stages of linguistic 
personhood—while in another, the same person might face significant 
challenges. For persons accustomed to a life of adjustment there may 
also be traits or coping strategies, e.g. extroversion/ introversion, 
individualism/collectivism, which affect their linguistic development 
just as their are social cultural skills which facilitate connection. A 
combination of skill development, emotional maturity and an adjusted 
sense of identity are essential to developing a "voice" or linguistic 
competence which is effective for interacting in multicultural 
environments. Bahktin( in Doe, 1988) writes: 
The importance of struggling with another's discourse, its 
influence in the history of an individual's coming to ideological 
consciousness is enormous (p.197). 
His concept of "voice" is, in essence, a constructed linguistic 
'identity' which has power in a certain setting, one achieved through 
social interaction and often through conflict, but one which ultimately 
creates connection and interaction and contributes not only to the 
individual but to the community in which he or she interacts. 
Gender 
It makes sense, then, that feminists have found this concept of voice 
as particularly useful in describing the gradual coming to awareness and 
effectiveness of women in educational contexts or cultures traditionally 
controlled by men. Belenky, et al, (1986) researchers of "women's ways of 
knowing", focused on women as an underclass; their informants were rural 
and urban American women of different ages, class and ethnic backgrounds 
and educational histories. Their focus was on the difficulties women have 
claiming the power of their minds in traditional educational settings and 
their research ultimately "showfs] how women's self-concepts and ways of 
knowing are intertwined" (p.3). If becoming multicultural also ultimately 
means a willingness to challenge "one's cherished beliefs and fundamental 
ways of thinking" and as Belenky (1986) and Noddings (1984) suggest, also 
being willing to see a situation through the thoughts and feelings of others, 
then women teachers face a dual challenge. Belenky and her colleagues 
state, in fact, that "if we replace the separate with the connected model, we 
can spare women the alienation, repression and division their schooling 
confers on them"(p. 228). The "connected", in this case, female, teacher is 
always stepping in and out of perspectives other than her own..."the 
teacher receives and accepts the student's feeling toward the subject matter, 
[and]... looks at it and listens to it through his eyes and ears" (Noddings 
1984, p.177). 
In another study, Maher and Tetreault, (1992) overlap with these 
theorists in defining what is needed to prepare women teachers. They 
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suggest four key themes, in fact, which emerged from their thinking and 
research, those of mastery, voice, authority and positionality (p. 59), terms 
which relate in important ways to the identity issues women face and which 
define "feminist" approaches to teaching. While not an explicitly 
intercultural study, theirs points to the inherent challenge a female teacher 
poses to students accustomed to male teachers and traditional teaching 
styles. 
In their terms "mastery" suggests the capacity for collaboration 
and working with others and is derived from peer interaction, similar to 
Belenky's "connection". "Voice" in their framework denotes the capacity 
to connect one's personal experience to the materials to be taught, which 
in this research would relate to each participant's relationship to English 
and English-speaking culture as well as the cultures of her students. 
"Authority" is claimed as the result of being able to take multiple 
perspectives and "positionality" is the name given to the capacity for 
considering contextual and relational aspects of the classroom and 
ultimately defining the identity and knowledge we gain and offer in the 
classroom context, a capacity not unlike Nieto's(2204) of "affirmation, 
solidarity and critique"(p 384). 
Maher and Tetreault conclude that: 
Depending on one's position, truth is gendered, raced, and 
classed. It is also dependent on context, including the context of 
the classroom, so that, for example, a woman's text and a 
feminist teacher may bring new truths forward while 
marginalizing others that used to occupy center stage" (p. 72). 
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Weiler (1988) has also examined this tension in the identity 
development of women teachers, stating: 
we can see the outline of the structural forces that have in some 
sense acted upon these women, but we also see their own 
growing and developing consciousness of the world they have 
inherited and their own choices and actions to change that 
world (p. 73). 
She presents a view, not so much based on gender differences in 
the construction of knowledge as on the awakening of feminist perspectives 
and practices in teaching. Weiler (1988), Maher and Tetreault (1992) and 
others (Rich 1979, Maher 1985a, Maher 1985b) systematically use feminist 
theories to examine women as teachers, students and knowers within the 
classroom context and consistently suggest that feminist approaches both 
challenge and enrich traditional approaches to knowledge and instruction. 
Common to all this research is the underlying assumption that 
many women "are already consumed with self-doubt, doubts imposed from 
the outside...confirming the women's own sense of themselves as 
inadequate learners, and that education based on the "connected model" 
which has everything in common with a multicultural model, would "help 
women toward community, power and integrity" (p. 228). Interestingly, in 
a report for the Canadian government analyzing the cross-cultural 
effectiveness of volunteers in a program like the U.S. Peace Corps, Kealey 
(1990) found: 
women are more highly rated than men on many of the skills and 
attitudes associated with women than men overseas; relation¬ 
building, flexibility and appreciation for contextual variation were 
attributes cited both as present to a greater extent in women than in 
men and as contributing significantly to overseas success. 
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It is generally apparent to ESL teachers and researchers that there 
are different expectations cultures hold for women teachers and students. 
Nonetheless, while gender is a predictor of conflict in some situations, it 
seems also to create an increased potential for sensitivity and a 
predisposition for, or developed ability to, find a Voice' which can be heard 
in complex multicultural situations. 
Summary 
Clearly, the development of a multicultural teacher is not likely to 
be either a standard or a straight-forward process. The complexities of 
students' lives, the chaos of institutional realities, and the turmoil of social 
and political change all affect the teacher in significant ways. Within the 
classroom, the teacher's and students' identities and abilities to think 
critically will also affect the degree to which intercultural communication 
can happen and to which an atmosphere of harmony or constructive 
struggle is possible. Women teachers will inevitably need to find their 
voices, establish positions of authority as well as the means for connection 
with their students. That this all happens in the context of developing 
multicultural identities and intercultural skills is a reflection of the chaos 
and complexity out our times. Jn Chaos: Making a New Science, Gleick 
wrote that complexity is a "process rather than a state, of becoming rather 
than being" ( Gleick, 1987: p.5 ). Nonetheless, amidst the complexity, 
researchers have found models and signs of change that lead to more 
equitable practices in education and the increased confidence in women and 
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ethnic and racial minorities which will inevitably enrich and empower the 
field of multicultural education. 
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CHAPTER III 
DESIGN OF THE STUDY 
To educate is to take seriously both the quest for life's meaning and the 
meaning of individual lives...Through telling, writing, reading and 
listening to life stories-one's own and others'-those engaged in this 
work can penetrate cultural barriers, discover the power of the self and 
the integrity of the other, and deepen their understanding of their 
respective histories and possibilities (Witherell,C. & N.Noddings 1991, 
pp. 3,4). 
This chapter will describe the context, research questions and 
methodologies that determined the design of this study. It was a collaborative 
study which meant factors such as the learning environment at SIT, which was 
the initial context for the research, and factors relating to communication over 
time and across distance had a significant impact. These influences, as well as 
the participants and limitations of the study, will also be described. 
I initiated the study within the context of the Summer Master of 
Arts in Teaching Program (SMAT) at the School for International 
Training(SIT). All programs at SIT provide preparation for intercultural 
work but the SMAT program, in particular serves experienced teachers 
who leave their full-time teaching positions, located all over the nation 
and the world, to spend two summers earning a Master of Arts in 
Teaching English as a Second Language. The teachers attend an eight- 
week intensive summer of coursework and return to their regular 
teaching positions, participate in a ten-week practicum on-site, return to 
SIT for a second summer of coursework and complete their degrees by 
writing a thesis. Other requirements for admission into the summer 
program include a BA, two years of full-time teaching experience. 
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interest in and knowledge of experiential learning, and a commitment to 
intercultural understanding. 
The focus of this research was initially envisioned as an extension of 
research I conducted (Sparrow, 2000) into multicultural identity using the "in- 
depth interview" methods of Irving Seidman (1991) for my comprehensive 
examinations. I had prepared for that research, by researching identity 
development models and by exploring the experiences of 20 multicultural 
individuals, all of whom had lived extensively (defined as two years minimum) 
in at least three cultures and were at least, bilingual. Through the study I 
became particularly interested in the differences between men and women as 
multicultural beings. I ultimately found that women and people of color differ 
considerably from white men in the ways they perceive themselves as they 
enter and adapt to new cultural contexts and that women tend to redefine 
themselves culturally far more readily than do men, regardless of their life 
experience in different cultures. As a result, I wanted to explore how this 
capacity to redefine themselves might play out if women were teachers in 
classrooms with students from a variety of cultural backgrounds. 
I chose to study teachers in the SMAT program for several reasons. 
First and foremost, I assumed that their decisions to become teachers of 
E.S.L. and to attend S.I.T., a graduate school which demands 
demonstration of intercultural sensitivity as part of its application 
process, was an indication that they not only had had experience but 
that that experienced had been meaningful enough to motivate them to 
choose a career in relationship with people from backgrounds different 
than their own. While this was not necessarily a predictor of desirable 
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multicultural attributes, I assumed the odds were in my favor and that 
extensive experience would have lead them to understand the 
significance of the questions I wanted to ask. 
As a professor on the SIT faculty I had, for many years, also 
wanted to be able to foster an understanding of and need for courses at 
our institution which addressed the needs, challenges and resources of 
our increasingly diverse and multicultural student body. I considered 
this research a way to highlight the needs of women, in particular, and 
of multicultural students in general. S.I.T. had begun as an extension of 
Peace Corps, and thus of mostly white U.S. students who wanted to go 
abroad and had expanded over the years to include international 
students and U.S. minorities without always addressing their unique 
needs. 
Third, I saw this as an opportunity to explore and implement a 
process of inquiry which not only empowered the teachers and provided 
me with a deeper understanding of their needs and gifts but which also 
piloted for the institution a way of building a knowledge within our 
institution about the complexities of multicultural identity and its 
impact on teachers. 
Finally, SIT offers a strong emphasis on the reflective practice 
which is fundamental to this study and I hoped the methodology I 
selected would not only be of value to participants but would also 
document the value of extended reflection on the identity and practice of 
teachers and lead to shifts in pedagogy which would include 
collaboration and reflection. 
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As stated in the introduction, the primary research question for the 
study was: How do multicultural women define themselves in 
multicultural settings? 
Specific sub-questions included: 
• What is the impact of extensive intercultural and linguistic 
experience on the development of identity? 
• What are the challenges most frequently perceived and 
named by multicultural women teachers in diverse (i.e., 
ESL/EFL) learning environments? 
• What goals do these teachers set for themselves and their 
students? 
• What attributes are most relevant in achieving these goals? 
• What are the implications of this research for teacher 
education and professional development? 
While Nieto (2004) uses the term "multicultural" to refer to a "process of 
education" (emphasis mine) which "challenges and rejects racism and other 
forms of discrimination and affirms pluralism (ethnic, racial, linguistic, 
religious, economic, and gender, among others)" (p.436), as with my earlier 
study, I define "multicultural" in this study, as I did in the earlier one, as a 
person with extensive cross-cultural experience. As such, the first step of the 
research was the selection and interviewing of six such "multicultural" women 
who had also taught in diverse intercultural settings. All chose or were given 
pseudonymns to be used throughout the study. 
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Methodology 
As mentioned above, I used a combination of Seidman's 
qualitative research methodology and Reason's collaborative inquiry to 
benefit both from the women's personal reflections but also to reap the 
benefits of ongoing "connected" discourse. Following Seidman's format, I 
interviewed each woman three times, each time for approximately ninety 
minutes. The first interview was focused on the teacher's life story, the 
second on what she saw as transformational moments in her life relating to 
how she identified herself culturally, and the final interview was focused on 
the research question of how each adapted her teaching in contrasting 
teaching contexts. 
While my experience with the earlier study allowed me to 
appreciate the insights which come through multiple consecutive in-depth 
interviews reflecting on a topic, another research project carried out by Pat 
Griffin caught my attention and interest and ultimately led me to go beyond 
the one-to-one interview format. Griffin's participatory research engages the 
participants as well as the researcher. In her study entitled "From Hiding 
Out to Coming Out:: Empowering Lesbian and Gay Educators" (1992), the 
participants, all of whom were educators in various stages of revealing 
themselves to their students and colleagues as gay and lesbian, were 
actively involved in discussions with each other on a regular basis over 
time. They were also, significantly, empowered to action by the research; in 
this case, they united to promote more open school policies. The 
methodology she used, called "participatory inquiry" (Freire 1970, Hall 
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1975, Lather 1986, Mies 1983, Popkewitz 1984), is a form of critical inquiry 
which has the explicit purpose of empowering members of disempowered 
social groups to develop a critical understanding of their situations, and to 
provide the means for collective action to gain greater control over their 
lives. 
While I held out the hope that my project would, in fact, empower the 
individuals involved, I did not want to presuppose any particular outcome and 
settled on a form of research developed by Peter Reason called "cooperative 
inquiry". This research methodology holds as a central tenet that: 
One can only do research with persons in the truest and fullest sense, if 
what they do and what they experience as part of the research is to 
some significant degree directed by them. So persons can only 
properly study persons when they are in an active relationship with 
each other, where the behavior being researched is self-generated by 
the researchers in the context of co-operation. (Reason 1994, 41-2). 
First presented by John Heron (1971,1981a, 1981b), it has been 
extended and developed more recently in collaboration with Peter Reason 
(Reason 1988, Heron 1992, Reason & Heron 1995): 
This means that all those involved in the research are both co¬ 
researchers, who generate ideas about its focus, design and manage it 
and draw conclusions from it; and also co-subjects, participating with 
awareness in the activity that is being researched, (p. 41-2) 
In the guidelines for content given by Reason (1994 p. 43), he suggests 
four phases. Phase one involves determining a focal idea and a plan for 
exploring the idea in action. Phase two involves discrimination in action, in 
which "co-researchers become co-subjects: they engage in the actions agreed 
upon and observe and record the outcomes of their own and other"s 
experience." Phase three is the stage of creative conceptualization in which a 
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new experience is expressed, sometimes in creative form, and Phase four is the 
final reflection phase in which "researchers assemble to consider their original 
propositions and questions in light of their experience." 
It made sense that educational inquiry into the lives of women teachers 
happen as cooperative conversations between and among women. Research in 
women's cognitive (Belenky, et al. 1986) and moral (Gilligan 1982) 
development and my earlier research on multicultural women (Sparrow 2000) 
point to relationships as central to women's approaches to knowing, and to 
conversations with other women as primary in the understanding of women's 
experience. This study held as its goals both the deeper understanding of 
identity development gained from interviewing individual women and the 
"growth in connection" held out as optimum by current women's 
psychologists and researchers (Belenky, et al. 1985; Acker, Barry & Essesveld 
1991). 
This "connectivity" is reflected in current language acquisition theory 
(Gasser 1990) and is central to the "social constructionism" which informed my 
earlier research. For social constructionists: 
The line between individual and social becomes tenuous ... an idea is 
constructed together with others; then is internalized in the private 
mind and rejoins the common mind; and so forth (Hoffman 1993, p. 
204). 
The very nature of this study then was such that I was unable to 
entirely predict the design of the study. 
Through dialogue, the teacher-of the students and the students-of-the- 
teacher cease to exist and a new term emerges: teacher-student with 
students-teachers. The teacher is no longer the-one-who-teaches, but 
one who is himself taught in dialogue with the students, who in turn 
while being taught also teach. They become jointly responsible for a 
process in which they all grow."(Freire 1972, p.67 ). 
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What I did know and ask of the six participants was that they meet with me 
and each other once to better understand the purpose of the research and a 
second time for planning, if they chose to continue, and that they participate 
in a series of interviews with me over the course of a year, which also 
happened to be the length of time they would be formally involved in the 
(SMAT) Program. 
In the final chapters I will describe in detail the many extensions which 
evolved out of these initial conversations but, as mentioned in Chapter One, the 
group eventually offered two presentations for their colleagues in the SMAT 
program describing the teaching challenges of multicultural identity, as well as 
a ninety minute presentation for the 2000 TESOL Convention in Vancouver, 
British Columbia. Even as I completed the analysis, it was the women 
themselves who helped me reconnect with the group and with their most 
recent revelations. 
Written and Collected Materials 
The written and collected materials were initially the same for all 
participants and ultimately different for each individual. Transcripts were 
typed from the initial group conversation and for the agreed-upon three two- 
hour interviews for each individual. Because the participants decided to make 
presentations to colleagues based on their reflections, I was also able to record 
and transcribe each woman's reflections as presented publicly and to include 
them in the data to be analyzed. 
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Then, depending on the complexity of the person's background and 
their presence on campus, there may have been more interviews. In the case of 
Andrea, for example, we carried out two two-hour interviews during her first 
summer, another over the winter, and a fourth when she returned for her 
second summer. I also transcribed her part in the initial group conversation 
and in the summer 1998 presentation to the SIT community. 
In contrast, because Julia began the project during her second summer 
at SIT, I have only three interviews, but do have both her Master's thesis, which 
includes extensive reflections on her identity and on her teaching, as well as the 
transcript from her leading role in the 2000 TESOL presentation. I was given 
papers written for teaching approaches and culture courses by Rosaly, Milvia 
and Sherry and wrote extensive field notes during a site visit to Julia, Milvia 
and Rosaly in 2000. Rosaly has, since the beginning of the project, returned to 
Cambodia for the first time and presented me with a copy of her reflections on 
that trip and Sherry completed her master's thesis that also informed the 
following analysis. 
According to Bruffee (1993), there are two kinds of conversations in 
education, "normal discourse and non-standard boundary discourse": 
Both kinds of discourse occur in communities of knowledgeable peers, 
but the communities they occur in are constituted quite differently. 
Normal discourse occurs within established educational communities 
whose standards are unquestioned. Its goal is to maintain and confirm 
established knowledge. Nonstandard discourse at the boundaries of 
established knowledge communities in ad hoc transition groups where 
the standards of no community prevail, (p.123) 
This project by the nature of its evolving non-standard discourse hovered and 
will continue to hover on the boundaries of culture and world views. 
51 
continually mixing and transforming its members. This thesis is only one 
outcome of this ongoing process. 
In summary, the data collected is both similar and varied for each 
individual, which can be interpreted as appropriate to the project itself. 
Having started with the same reflective process and questions, each individual 
took me with her as she made her own way beyond where I had hoped each 
would go. That the actual form of their extended reflections is different is 
significant and important in itself and something I offer readers of this study as 
an example of socially constructed knowledge. 
Limitations 
No researcher nor methodology can fully capture the complexity 
involved in the lives and teaching practices of six multicultural teachers in 
six entirely different multicultural contexts. As such, the purpose of this 
research was simply to "actively listen" (Seidman 1991, p.9) and honor these 
specific women's understandings of themselves and each other, and to 
create: 
a climate which (was) neither critical, evaluative, nor 
moralizing...an atmosphere of equality and freedom, 
permissiveness and understanding, acceptance and warmth 
(Rodgers 1970). 
For the most part, the SIT context initially supported this 
climate, encouraged a view of multicultural identity as positive and 
encouraged a personal reflective pondering of these women's realities. 
The initial interviews took place in my faculty office, in a university 
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setting and in a supportive international and intercultural environment. 
In every instance, however, their stories took different, sometimes 
difficult, turns as the women returned to their homes and as our 
conversations continued over time and by correspondence and long 
distance telephone. One woman left teaching for a while, another 
divorced, two moved, another married. Most have changed jobs at least 
once and each of those transitions has created additional stories which 
are not part of this research. The descriptions in every instance stop at a 
point in time which has now been transgressed and are limited by the 
fact that life itself does not provide the optimum circumstances for 
reflection nor the opportunity to completely carry out one's aspirations 
or to know the ultimate outcome of particular decisions within a short 
period of time. 
In reflecting on the lives of these women I have repeatedly had to ask 
myself how my life experience does and does not overlap with theirs. There 
are those in the group of women I interviewed who suggest that I, too, am a 
multicultural woman. I moved frequently as a child, speak three languages 
fluently and have lived overseas and worked in intercultural contexts all my 
adult life, yet my role as professor, as well as my Anglo appearance and U.S. 
citizenship have given me a privilege which neither I nor others in the group 
could entirely ignore. 
In some cases, the relations among these women are stronger to each 
other than to me, and yet each has continued in an intensely different relation 
to me, one as near daughter, another in silence, another angry, another as 
friend --each position an equally intense definition of intimacy gained through 
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this voyage. My relationship to each woman and their perceptions of me and 
mine of them are inevitably reflected, for better or worse, in what is written 
here. Nonetheless, we have, over almost nine years, maintained a well-defined 
and on-going relationship that might well yield further insight as we age 
together. 
It is also clear that my expectations were many for the circle of women 
who have agreed to join me in exploring what it means to be multicultural, a 
woman, and a teacher. Adrienne Rich wrote: 
I need to understand how a place on the map is also a place in history, 
within which as a woman, a Jew, a lesbian, a feminist, I am created and 
trying to create. (Rich 1985) 
Similarly, I continue to be rewarded by this process which has been 
one of co-creation. It was and is an ongoing attempt to create connection 
and new knowledge, of myself and of the lives of women involved in lives 
of teaching. 
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CHAPTER IV 
PROFILES OF THE PARTICIPANTS 
If our understanding of race and culture can ripen and evolve, 
then new and unmeasurable measuretnents about the 
uniqueness of our identities becomes possible. 
(Carol O'Hearn, 1998) 
In this chapter you will find accounts of each of the six women's 
personal and professional lives. Each account was woven from excerpts of 
audio transcripts of interviews made in person and by phone with me 
over the course of the study which was, ultimately, six years' time. Other 
documents given to me by the women, such as papers written for courses 
and theses written for their graduate study are excerpted here as well. 
These enhanced the transcripted accounts and go further in articulating 
their deepening understanding of who they are as multicultural persons, 
as teachers and as professionals. Each profile begins with a biographical 
summary of their lives in their and my words, continues with descriptions 
of their teaching in at least two ESL contexts and finishes with their 
personal reflections on how their diverse backgrounds have an impact on 
their teaching and professional lives. 
Julia 
But identity is never simply a matter of genetic make-up or natural birthright, 
perhaps once long ago it was. But not now. For people out on the edge, 
out on the road, identity is a ?natter of will, a inatter f choice, 
a face to be shaped in a ceremonial act. 
(R. Green, 1984) 
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Her Life 
Julia can, without being questioned, check "white" on official forms 
and speaks no second language fluently. Nonetheless, her grandparents 
were immigrants and her parents, separated when she was a baby, 
struggled as members of the underclass in San Francisco. Her father, a 
Mexican immigrant, joined the merchant marines, leaving her mother 
pregnant. Her grandmother, a Blackfoot Indian, and her grandfather, an 
immigrant from the Philippines, had long been divorced and her 
grandfather had moved to San Francisco, bought a house and worked as a 
busboy at a well-known San Francisco restaurant. 
Julia admits frankly that her mother had intended to give her up 
for adoption but decided, once she was bom, to try and survive with her 
three children. They lived, for their first years, with their grandfather and 
often as many as eight others in a three bedroom house. She notes: 
My family was characterized by screaming and volatility that 
would often erupt... yet in spite of the arguing there was an 
unmistakable intimacy in growing up this way ... 
The neighborhood was racially mixed. There were mostly Filipino 
families, who, like my Pop, were able to afford the neighborhood 
after leaving farm work. .. there were mostly Mexican, Black and 
Filipino...the family across the street was Italian, I suppose, though 
I had always considered them White...whatever that means. 
Julia has many memories attached to that small dark house, 
memories of pleasure and tragedy, of death and of her times feeling both 
alone and yet very connected to her extended family. Her mother. 
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nonetheless, eventually moved the family to a small town in the 
mountains of California. There, in a small community of 1000, her mother 
was beloved by the children she taught and Julia and her older brothers 
were nurtured. The saving grace of that town, she said, was its small size. 
It was a community where "no one was considered a minority." The 
family hid the truth, however, of their poverty and Julia cried at the 
memories of huddling to keep warm with her brothers when they could 
not afford oil or food. At every school break they would return to her 
grandfather's house in the "Tenderloin" of San Francisco amid the tumult 
of a mixed household where cousins came and went. Julia says: 
I never balked against it. I would simply switch back to my 
survival mode climb the stairs to the attic and wait; listening from a 
distance to the laughter, fighting and connecting that lived 
downstairs. 
Her saving grace, she says, was school and her ability to 
"jump the hoops." As Julia tells the story of her high school years, we 
begin to see how her beauty and intelligence helped her move through 
school with success. She won writing contests every year, was a 
cheerleader and homecoming queen. She thrived at school and hid away 
during times in between. She shopped surreptitiously at thrift shops for 
brand names and learned to hide her shyness behind a wild teenage 
persona who would jump fearlessly from 200 foot trestles into the 
mountain rivers. 
At the large state college that she entered at the young age of 
sixteen, however, her confidence began to crumble as her English papers 
were "covered with red marks and returned." The self-confidence and 
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friendly personality she had developed in her teen years slowly dissolved 
as she involved herself with a not-so-nice boyfriend and distanced herself 
from her family to stay with him. In the months after that relationship 
ended abruptly, she reconnected with her mother and began a process of 
self-revelation and integration. 
She began to work for her teaching credential, not so much because 
she wanted to teach but because, as she says, "it was the only job she 
considered a woman might do." She student-taught on an Indian 
reservation and came face to face with the hopelessness of the students 
who had no sense of possibility and could not share her beliefs in 
education. It was a difficult initiation. She then began teaching at a junior 
high school outside Sacramento, California, which was rife with violence 
and dysfunction. Ninety percent of her students were students of color 
and the drop-out rate at the high school was 75%. She held her classes 
together with her friendliness and concern for her students but talks now 
of how she struggled with students' motivation and hesitated to take a 
day off for fear of what might happen to her substitute. With 150 students 
a day, all of whom seemed to need her as a mother, she felt lacking in 
skills and "a failure". 
These two experiences allowed her to see how she belonged and 
yet "didn't belong" to her own ethnic background. On the one hand, she 
intuitively understood many of her Native American and Hispanic 
students because of her own parents' backgrounds. On the other, her pale 
skin and life experience off the reservation allowed her to recognize the 
privileges and opportunities she had which separated her from the values 
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of her students. Hie fact that her students would not have recognized her 
as Native American without her telling them also meant there was a 
bridge she needed to choose to cross to enter their world and their 
confidence. It was a brutal and saddening time for her in which she faced 
the struggles of Native American and immigrant Hispanic experience and 
the truth that her own life was leading her elsewhere. 
By that time she had fallen in love again and married her husband, 
a biologist from Minnesota with whom she then moved to southern 
California and into a new configuration of cultural experiences. During 
the day she worked at a private language institute with wealthy students 
from Europe, Brazil and Asia and at ryght, at a city college with mostly 
Hispanic immigrants whose lives resembled those of her parents and 
grandparents. 
Faced with the challenges of meeting the needs of such diverse 
students and the desire for a master's degree she decided to attend the 
School for International Training in Vermont, a two-summer program that 
allowed her to continue working. This was a radical move which 
involved considerable expense and risk and which took her away from 
her husband, and from California, and placed her with other students 
from diverse backgrounds to begin work on a Master's Degree in 
Teaching English as a Second Language. 
Even having chosen this international environment she says she 
was surprised when an instructor encouraged her to look deeply at her 
cultural background and to find herself reflecting on the complexities her 
multicultural background posed for her teaching. Beyond facing the 
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mysteries of teaching grammar, she also mingled with students from 
international cultures and from diverse multicultural backgrounds. 
Ironically, she says that in the SIT context, given her neutral appearance, 
her complex background created less of a distance than did issues of class 
and poverty. She notes: 
I've been accepted, I don't look vastly different. There's no real 
conflict there, but the poverty, the poverty is what has separated 
me from the mainstream culture. 
She talks of how she found friends in the Brattleboro community 
outside SIT who "drank and cussed" and was comforted by their 
friendships even as she tried to make her way within a community she felt 
wasn't able to understand her past. Once back home she began through 
journaling and the reflection on her teaching demanded by the SIT 
Master's Program to begin to make meaning of her experiences and make 
them valuable as tools for teaching. 
Her Teaching 
Over the next year she tried on the ideas and techniques she had 
learned the first summer. As an instructor at a private ESL institute in 
California, she gave her classroom a backbone by working to structure her 
classes around grammar and began to explore how best to integrate her 
knowledge of culture into her teaching. In working with European 
students she saw that by sharing her own ethnic background—by 
intentionally including information and realia of Native American 
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culture—she could stretch her students' views of the U.S. and represent for 
them "a place of possibility" and growth. In contrast, with her immigrant 
classes at a nearby city college she minimized the focus on her Hispanic 
background in order to enhance their learning: 
The strength of my identity for them is to be an American because 
that is what they learn from, like, "oh, Americans feel that way?"... 
before, the European students were asking me questions about how 
Native Americans think about this. 
She also talks about the importance of being ab[e to appreciate her 
students' goals and to be able to help them achieve them. In describing 
her early experience on the reservation she notes: 
Without understanding what it was they wanted, I didn't 
understand how I could help, except to impose what I thought they 
should be doing, which is staying in school and jumping though 
hoops like I did then, which they weren't willing to do. 
She also reflects on her experience teaching Hispanics at the city college: 
They come from real hardships and make real sacrifices to be able 
to come to the class, so every minute they have is really, really 
precious, and they don't have a lot of time, because they're in 
school for certain goals they need to achieve. 
Julia implicitly understood the urgency of the immigrant situation and 
worked to focus on the students' language needs, their need for 
community, and for inspiration as well. Each evening the students would 
find an uplifting quotation written on the board. At first she provided the 
quotes and later the students themselves volunteered. This was her way 
of weaving community with skill and possibility. 
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Her Reflections 
In 1999, Julia and a colleague (see Mil via in this chapter) presented 
their own path to confidence in a workshop for the California Association 
for Teachers of English as a Second Language (CATESOL) entitled: 
"Developing Trust in your Personal Vision of Teaching" and in 2000 she 
completed her Master's Thesis with the same title and with the 
subheading: "Five Tools to Start the Exploration," which encapsulates not 
only the core of her relation to her cultural identity but resources, 
exercises, and tools for other teachers' own explorations. At the heart of 
her work is a focus on the teacher's trust in her own vision: 
I cannot overstate how real the vulnerability is in creating new 
relationships. In the case of new romantic relationships it is widely 
understood that the risk is exciting but scary. I would like to 
remember that this is also true in the new relationships that are 
created in the classroom, whether the relationship is between the 
student/ teacher, student/student, student/ subject, or even the 
student's view of reality. 
She describes her desire to claim what she perceives as the 
strengths of her personality, her cultural background, and her teaching 
skills while working with aspects of herself which are hidden or less 
accessible or significant to the context. 
As my trust in my own vision of teaching grew, so did my 
authenticity and the amount of trust between us in the 
classroom...that as my authenticity grew, so did my authority in 
the classroom—the very area in which I was weak before. 
Her last lines include a noting of her own challenges as she 
continues learning about teaching and about herself: 
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While other people's tools can be employed, the responsibility for 
growth belongs to each individual alone. This is a glorious point to 
understand...that all... come to see the world...to see life—for 
themselves rather than letting someone else deliver them a 
simplified and printed map of it. 
Maria Clara 
There comes a time in your life 
when you dead end on the search for your identity 
as something unique. 
At that point you start looking around for what comiects you to other people, 
not distinguishes you alone. 
(P. Rose, 1986) 
Her Life 
Maria Clara speaks exceptional English and is also bilingual in 
Spanish and Portuguese. As an infant she was carried to Brazil from 
Spain by her mother to join her father who had emigrated there in hopes 
of creating a better future for his family. 
Even though they lived in a bustling multicultural neighborhood, 
Maria Clara recalls her early years as lonely ones. Without an extended 
family, holiday celebrations seemed barren and strange. While those 
around her spoke in Portuguese and other languages that were unknown 
to her, she and her family kept to themselves and to their home language. 
She was especially comforted and inspired by her paternal grandmother 
who wrote her postcards from Spain with simple poems every week as 
she was growing up: 
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My grandmother—my father's mother—became a widow when she 
was forty, I think, and had nine kids. It was tough, very tough in 
those times, and she was a very strong woman, because she just 
had to discipline them to go to work and to help each other, and so 
the girls would do the housework and she would help. The boys 
would work, and if she had to go to a bar and say, "Go back home 
because you have to get up early tomorrow," she would do that. I 
always heard these stories also about my grandmother and about 
the way she brought up the nine children. 
As years passed, her parents had two more children, a son and a 
second daughter, and she began school where she quickly became fluent 
and comfortable in Portuguese. She quickly made friends and just as 
adeptly mastered her studies, loving the opportunities that her new 
language and education offered. She talks reflectively about the 
responsibilities that came with being the oldest child and most adept of 
the family with the culture. She notes: 
This is a strong lesson from my parents, and from their background 
also...that you get the things you fight for, and that you get them 
honestly, not exploiting others. 
She also easily recounted significant moments in relation to her two 
first languages. As a teenager she rejected her Spanish heritage, largely in 
response to her father's attempts to keep his memories alive: 
He talked about things that I couldn't experience. It was like the 
promised land, the beautiful land. I still remember the way he 
described peaches in Spain, the taste of the peaches and the figs. It 
was like every fruit in Spain tasted better than the fruit we had in 
Brazil. Then I started a period of denial, like "I don't want to hear 
about it. I'm not Spanish, I'm Brazilian." When I turned eighteen, I 
decided I wanted to be Brazilian, and I naturalized, and I 
completely denied my Spanish. I think the process I went through 
at that time was, "I don't want to be Spanish anymore," as if that 
were possible. Of course, that's not possible. 
Her desire at seventeen was to move to a big city but her father 
considered it too dangerous and encouraged her to stay home a bit longer. 
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Fortunately, there was a college in the town with an excellent program in 
languages and her desire to "travel and meet people and go places" led 
her to study English. As she matured she began to realize the advantages 
she had already speaking two languages: 
I think my sister plays a very important role there. She is eleven 
years younger than I am, and, when she started college and I was 
already working and all that, she had this opportunity at this 
university and it was a big university, to choose whatever language 
she wanted to study at lunch time. She chose Spanish because, 
when she was growing up, we didn't speak much Spanish at home 
any more. So she had a word here and a word there. It was like, 
"Oh, my, my sister is taking classes to take a language that I know 
and I deny I have it." She started getting more and more interested 
in Spanish music, and it was like she looked and acted a lot more 
Spanish than I. It made me rethink all that and I went back to 
Spain. 
Her return to Spain in 1988 was very significant and was the 
beginning of her questions about "belonging". She visited the cemetery 
where her grandmother was buried and was haunted by what she 
describes as the constant feeling: "I don't belong": 
It was very bad, because it was my country, and I still didn't 
belong. I said, "I don't belong here, I don't belong here," so it was 
the realization I wasn't Spanish, it was the realization I wasn't 
Brazilian, and it was like: "Who am I?" I think I have been 
struggling ever since, because when I am in Brazil, I don't feel 100% 
Brazilian, I teach a language (English) which is not mine, and there 
are days when I get very frustrated and very angry, like, "Gosh, I 
made that mistake again" or I'm fighting over a piece of writing 
and it's so difficult, or it's like a student comes up with a difficult 
grammar question and I say, "Well, I have to look it up." It's like, 
why did I ever choose to teach a language that is not my language 
... Most of the days, I don't have that feeling. Most of the days, it's 
like, "Oh, yeah, great, I was able to learn this language which is not 
mine," now I am sorting this out, which is instead of excluding, it's 
including. It's like I have two nationalities and two backgrounds. 
They're both good. There are things I can take from one and there 
are things that I can take from the other one. 
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She makes much of the fact that she goes by three different names. 
The North Americans with whom she works call her "Claire", her parents 
call her "Maria Clara", and her friends call her "Clara". At first the 
nicknames bothered her but she prides herself on "responding to all" with 
ease at this point. 
Her Teaching 
For the first twelve years of her teaching career, Maria Clara taught 
in a public school in a very poor town on the coast of Brazil. Her mother 
was concerned for her but her father was proud of her going after things 
that were good for her. 
That was a very important experience in my life, working with 
poor kids who had to work in the market all day and come to 
school at night. Some of them came from very broken families, like 
many children from different fathers, sometimes, without knowing 
where the father was, very, very poor conditions. Some of them 
lived in actual shanty towns. I was teaching Portuguese there. 
She speaks ruefully of her students having been treated as barely 
human and of herself having had to learn to really understand what their 
struggles were. In the case of one boy who was considered lazy and "a 
problem student" she discovered ultimately that he had to take care of 
five younger brothers and sisters because Iris father had left them and his 
mother had to work all day: 
I got interested in him and that's when I found out everything he 
did at home, and was like, "Oh my gosh, this boy's thirteen or 
fourteen and he has to do all that." Why should he be worried 
about verb agreement? It was like, suddenly, it seemed so 
unrealistic to make them speak accurately, or write accurately, and 
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worry about sophisticated vocabulary and text, when their down-to 
earth life was completely different. So I started using reading again 
and a lot of discussion of the readings as a way of generating ideas 
and making them think about who they were and what they were 
doing, and then, if they wanted to improve their Portuguese, their 
agreement, their verbs, whatever, then it would be more 
meaningful. It was like, you know, teaching complex sentences, 
and why does this boy need to know about complex sentences? He 
wakes up at 4:00 in the morning and he works in the market and 
then he comes to work at night. So he needs to know other things. 
It was like taking their reality into account, forgetting a little bit 
about my reality and my goals, because I think it was good to 
sound correct, but they didn't. So, I think it was that 
understanding. 
It was in that context that she describes her dawning awareness of 
the respect her students had for her as a teacher. She made it a point to 
dress well and to provide a role model not only for the children but for 
their parents, to help them make education a priority. She brought in her 
own books and created a mini-library for the children to read when the 
school wouldn't allow books to go home. Ultimately this turned into a 
school/community library to which individuals and stores donated used 
books. She also encouraged the students to write and express themselves: 
She writes: 
I think they felt reassured when they were able to do something 
on their own, and be proud of their work, like the thing of the 
theatre....I wanted them to write their own texts, instead of just 
rehearsing....They were able to write a text in a group and present 
a play and it was their text and nobody else's, I think that was 
important. 
As she describes this experience she constantly uses the word 
"power", speaking of the director's concern that the teachers had too 
much power: 
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But the power, I mean, we never asked for power. The power was 
the relationship with the students, because we listened to them, 
and they would come to us with problems. 
The school had become a haven for the children and teenagers in 
the area and lent support the students couldn't find at home; nonetheless, 
conflict after conflict ensued, over the students' clothing, over the books, 
and ultimately over the school garden which had been developed to help 
feed and educate the students in agriculture and science. She casts the 
struggles at the end of those years as first, a struggle for power with 
director after director, five in one year, who wanted more control. But she 
also describes it as an issue of teaching and learning: 
[The director] closed the garden. They couldn't go there any more. 
It was awful. She thought it was like killing class time. That was not 
teaching. She didn't think that was learning at all. You should have 
seen the heads of lettuce. We still have pictures of the radishes. It 
was so beautiful. Many times we would use the vegetables for 
soup that they had at school. It was not only that. It was really the 
interaction that came from working together, and they loved going 
there. In a way it was like, "well, today you are going to work in 
the garden, but tomorrow, you have to work on this and this, and 
read this, and study," and they would be motivated to do that. But 
she put a fence around it and there was a sign that nobody could go 
in. 
So there came a time when "it just stopped being fruitful": 
It came to a point we had strikes every year. We were making very 
little money. There was no material, sometimes no paper for me to 
prepare tests. It was very hard. So, it got to a point that I just gave 
up fighting the system. I was very sad, it was a difficult decision 
because of the kids and the work I did there. But I wasn't able to 
make a living anymore. At the same time I taught in the bi-national 
center, and I started teaching Portuguese for foreigners privately. 
That was a lot more than I would make at the public school. So, 
after two years and my leave expired, I resigned. 
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After twelve years in that setting, Maria Clara was offered a job at a 
bi-national center in a large city. 
After that period I never stopped teaching English. At the bi¬ 
national center, I had all the resources I could use. I attended 
workshops. I had the training, I had the materials, I had air- 
conditioned classrooms ... So, I decided to stay. I still see my role 
as a very educational one, not just information, like just teaching 
English. I really think it has to go beyond that, and I try to bring 
that to my classes as much as I can. I try to bring issues for them to 
think about their own roles as Brazilians, or as people. 
When she started at the center, her responsibilities included 
teaching 24 hours a week and, as she recounts it, this meant she had to 
teach some classes with teens. Here again she had to struggle with her 
first impressions, with "the fact they were so wealthy and unaware": 
It was very hard for me they were so disrespectful, because this is 
where [you see] the thing of respect for the professionals --so if s 
like, "You're just a teacher. I pay you to teach me." 
But as the years passed she began to have compassion for 
these students as well. 
I don't see them as a threat or anything any more. Maybe I did 
when I just moved, and it was because maybe I was more aware of 
my social condition than they were of theirs, and that7s what 
bothered me. Sometimes when there were elections, I remember 
one of the students said, "Oh, I bet you're going to vote for the 
labor party," and I said, "How can you know? How can you be so 
sure?" "Oh every teacher does that". I hated him for that, because 
he was already making generalizations. It was as if I was listening 
to his father speaking, a representative of the dominant class saying 
that. He said it in a derogatory tone, I would say, and that really 
hurt me. Then after some time I said, "Well, that's his contact. 
That7s what he hears at home. His life is completely different than 
mine". Then I think above all, if s a realization of my own values, 
and my values are mine, and they're good for me. I think it has to 
do with that. 
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Her Reflections 
Clara is able to reflect now about the impact the context of their 
lives has on her students. In the earlier context she came, more and more, 
to understand the impact of poverty and to find ways to give her students 
both concrete tools and the critical consciousness which might allow them 
to move beyond their circumstances. In the urban context, on the other 
hand, she came to understand the limits of privilege and to help herself as 
well as her students become more self-aware and to look beyond their 
assumptions about others. 
As she struggles to integrate her experience in the two schools she 
makes it a point to mention that the bi-national center offers free training 
courses to public school teachers, something in which she takes pride. She 
has also gained greater confidence through her work in course design and 
materials development and she is clear when she emphasizes how she 
sees the purpose of language instruction "as a means to make people 
think and exchange ideas...the learning of language but of content also." 
She also expresses new relationships to English and Spanish. 
Because she is remarkably fluent, even though she has lived only short 
periods in English-speaking countries, she finds that this offers special 
inspiration to students without the means to travel broadly. "You mean I 
could do that too?" is the phrase she quotes students as using when they 
find that out, just as they shake their heads in dismay when she admits 
she is Spanish. 
I even say sometimes, "Oh forgive me that was my Spanish 
blood." It's funny because once you say that, it sounds okay. It's, 
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"Well, she's from Spain, it7s okay, she can have that reaction once in 
a while." There is also this understanding when they know why. 
It7s not like, "Oh no, it was not because she was mad at me, it's just 
because she's from Spain, and she has that temperament." I think 
we joke a lot about that in Brazil, about many different nationalities 
and people take it lightly and not offensively or anything. 
More recently, Marfa Gara has joined her sister in learning and 
practicing flamenco dance (see photos in the appendix) and she has begun 
to write poetry, as did her Spanish grandmother those many years ago. 
She now mostly supervises and trains teachers, develops materials, and 
designs courses. The baby who came so long ago from Spain is now a 
woman cradling programs of possibility for others. 
Rosaly 
You can't kill the spirit 
It's like a mountain 
Old and strong; 
It lives on and on. 
(N. Littlehear, 1976) 
Her Life 
Rosaly began her life in Cambodia. Her father was second 
generation Chinese, a high-ranking military official, and her mother was 
Cambodian. Her mother's father was an "extremely rich" merchant: 
We had cars, we had television, we had almost everything that 
Americans would consider having at home. People dressed up 
really nice would come over, and we had nice clothes. 
71 
She was the eighth of nine children, the baby girl, and the first child 
to learn English in school. 
It was a Catholic school. I even remember the name-it was 
"Bethlehem" and we had to sing this song about "Bethlehem, oh 
Bethlehem"...I remember going to school at a very young age and 
...I was terrified. We ate and we sang songs and we did fun things 
but I was terrified. I remember my neighbor, this teenage boy, he 
had to take me to school every day and sit with me in the class, 
because I was terrified. 
Shortly thereafter, life changed radically for Rosaly and her family. 
She remembers the whispering which came first and the rapt silence of 
her siblings as the adults began gathering weapons, knives and 
guns—placing them with a white flag in front of her house. They went to 
sleep in different places. She remembers "going under the garden and 
staying at the ditch" —a bomb shelter they had built in their back garden. 
Tanks rolled by filled with the "Khmer Rouge-- really young, 
young boys, and lots of people sitting on the tanks as they went through 
the street in front". This was the beginning of a tortuous saga that Rosaly 
recounted in more than four hours of taping. Her father left the family so 
that they would not be harmed. Her grandfather refused to leave the 
family home —but her mother, grandmother, and siblings left, with their 
money in pillowcases and their jewelry sewn inside clothing... merging 
with thousands of others on the streets leaving Phnom Penh. Over the 
next weeks, they traded their expensive cars for something less 
conspicuous, and took on false identities, masquerading as market people. 
Within the next few months her grandfather rejoined them only to watch 
his wife, her grandmother, die of hunger, unbearable grief, and insanity. 
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Her father rejoined the family at one point, only to leave again for good. 
Her brothers stayed with them at first though each later left the family 
group and were never seen again. 
Rosaly's mother took on a new persona to protect her family. She 
cut her hair and stained her teeth with kola nut leaves and started 
smoking; she went barefoot and spoke a common version of their 
language. For the sake of her children, she lied and scavenged for food 
and became someone Rosaly would never have recognized. Rosaly also 
lost herself and her childhood in the next few years. Always hungry and 
afraid, she learned to be silent and to do what she was told: 
I didn't have to work or anything for the first few months, so my 
job was to take care of the house and to take care of my little 
brother. So I learned to do the things that the local girls did, at my 
age, and I helped clean, cook, whatever. Mother got really sick and 
had to go to the hospital and stay in the hospital, and one of my 
sisters got really sick and they had to stay at the hospital. I 
remember making food and would walk for kilometers, I think it 
would take me a whole afternoon to get where they were—it's like 
another village. 
Ultimately she was taken from her mother, at the age of nine, and 
made to work in a children's work camp. I asked: "So it7s like they took 
you away and that was the end of it?" Rosaly explains: 
Yes. It was very clear I was not my mother's responsibility or my 
responsibility. Our responsibility is to be responsible to Onka [the 
leader]. He or "it" is the person you are supposed to listen to, be 
concerned with. Your family member is no longer an important 
aspect of your life. When you produce children they belong to 
Onka, basically. 
I wanted to visit my aunt because I was hungry. There wasn't 
enough food to eat. So I went, and this was before they took her 
away...If we were good children, and we did everything we were 
supposed to do, then we could take an afternoon off, with 
permission of course. 
73 
Her aunt was an important memory as she was well-educated and 
seemingly fearless in the face of the terror: 
My aunt was really a lively person in the village. Everybody knew 
that she was educated. She actually was quite well known 
because she went to the Czech Republic and got her education 
there. She was extremely, extremely intelligent, and, I think the 
only female professor of mathematics in the country. So she was 
quite well known. She wasn't trying to hide that fact either. The 
danger was in being so close together. We all knew Onka did not 
like educated people, even to the point that, if you wear glasses, it 
was a sign of intelligence, and you should be eliminated. 
Then a couple of months later I heard that they took my aunt away. 
They came and they said, "The government needs you, people with 
special skills, so we want you to come with us." Everybody knew 
what that meant basically. 
She tells other stories of children running away to see their parents 
and being severely punished. When she herself escaped, she was 
disappointed by her mother's anger that she had risked all their lives. 
One sister remained with her mother in a village, where she suffered from 
such malnutrition that she was sent to the camp where Rosaly could care 
for her: 
She had night blindness, she couldn't see at night, absolutely none. 
She was so skinny she couldn't even hit a fly. She would just sit 
there and the fly would be all over her face or whatever. She'd just 
sit there. I'd say, "Hey, hit the fly, wipe the fly out," and she 
would just stare into space because of not having enough to eat. So, 
I had to go to work in the daytime, and she did too. At night I had 
to hold her hand everywhere we went, everywhere. 
She also contrasts her different sisters' reactions. The one described 
above "refused to do anything the Communists told her...[she] just 
wouldn't do it. She hated them". Rosaly's third oldest sister 
also hated the Communists and wouldn't buy into their ideas and 
stuff....[but] she understood that in order to survive, she had to 
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play their game. So we love to hear stories of how she survived in 
that camp...She decided that she would make all the team leaders 
look beautiful. She would pluck their eyebrows, for example, and 
tell them how to tie hairs, and braid their hair and do a little make¬ 
up for them or do their fingernails. At night when they sing songs, 
she would shout the loudest, so they think she is totally into this. So 
they loved her and adored her and they favored her. 
As the pressure intensified, the family knew they would have to try 
and escape again and, one by one, they found their way back to the village 
where their mother stayed. The village people would allow them to sneak 
from house to house so they would not be found. To some extent they 
had good fortune because the daughter of an important man in the village 
was with one sister for a while so they were protected but her brother 
was badly tortured when he wouldn't acknowledge knowing where they 
were. 
They were ultimately able, as the family that remained, to escape to 
the Thai border and finally into a Thai refugee camp. There they stayed 
waiting for over a year to be permitted to emigrate to the United States. 
When asked where they preferred to go, their mother and sister made the 
unique decision to go where there weren't other Cambodian refugees: 
She wanted us to integrate as fast as possible, as best as we can— 
that if we were surrounded by people mostly like us we would stay 
and be locked in this community, and that would hinder us. 
This is the woman who never went to school because her father 
didn't believe in schooling. My grandfather never let my mother go 
to school because if she went to school she would learn to read and 
write and, and she would write notes to her boyfriend. That wasn't 
acceptable. It would break the family honor. So.. .my mother never 
had an education. But it was very clear—the one thing she told 
Immigration over and over again-the reason she wanted to bring us 
all to America was so we could have an education. 
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The family ended up going to a small town in Alabama where 
Rosaly and her sisters took on the job of learning how to get along in 
America. Because Rosaly was still small in stature they also 
misrepresented her age so she would be able to have more years of 
education. These recollections are very important as she reflects on her 
identity: 
The identity part of me being Asian or American, that was not very 
clear, and was very confusing. It was a lot of trouble for me. But, 
being a woman was very clear... My mother didn't want me to feel 
I had to be in the kitchen and that the kitchen was my place. I 
would go and do those things if and when I want to. 
This clarity about her role as a woman was consistent with her 
answers in the third interview in which we discussed her identity: 
All the girls were raised in such a way that we were always 
encouraged—we still are very encouraged-to speak our mind, to do 
the things we want to do, anything, basically, and that our gender 
should not prevent us from any kind of job, or certain kinds of 
dresses, or whatever. I think that we were very different from most 
Cambodian families, I would say. 
It was also significant that she found women in the U.S. who 
supported her growing up. "All these women sort of became my mother, 
and they are all very strong women. We became very close and I have 
special relationships with all of those women." 
She did well in school and ultimately was accepted to a small 
liberal arts college in Tennessee. After college she married a German man, 
and had a shocking experience when they moved to Germany, 
confronting how she was perceived there as an Asian woman. 
Looking Asian is a plus, I think, in America and everywhere I went, 
I feel so fortunate that people treat me so well...it7s that perception 
of me. At school for example, teachers pay a lot of attention to me. 
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they like me because I'm an Asian kid. I'm supposed to be the 
earnest worker and the hard worker and the straight A 
student...When I went to Germany that changed drastically. It 
was almost a total shock to me. .. .The people around were 
talking about how now German men prefer Asian women, where 
they can buy them from a catalogue .. .They're really good 
housewives. I have it good in America where everyone liked me 
and think well of me and all of a sudden I'm thinking, "I'm a 
prostitute." 
They then moved to Washington D.C. where she joined 
Americorps, taught in an inner city school and thrived as a teacher of ESL. 
Her experiences as a language learner and immigrant had prepared her 
well. They ultimately found their way to California, a place new to both of 
them and where they found jobs easily and where they met SIT alums 
who convinced her SIT was the place to go for a Master's. This took little 
convincing as her teachers in the refugee camps had all come from SIT. It 
felt like going home. 
Her Teaching 
Rosaly now teaches Chinese immigrant students in a large city but 
during the time of the TESOL presentation she held two jobs. In one she 
taught migrant Mexican students at a City College and in another 
certificate program, Swiss German students. She likened herself to a 
"chameleon": 
I get Swiss and, occasionally, German [students]. I think when 
they know I do speak their language, and I went to that country, 
and was doing the same thing they are doing with me now, they 
sort of validate me. And I think I can really help them to 
understand the language and to get through the difficult period. 
This ability to connect specifically with their Germanic heritage was 
only way she made connections with her students. In my observations of 
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her with the class of German students it was clear she changed her body 
language and manner of speaking to one which was quite linear, formal 
and academic, one easily recognized and understood by her students. In 
contrast, her dress, her manner and even the first names and teasing she 
employed with her Mexican students reflected a familial connection. 
At City College...the students are mostly Mexican. Mexican is 
different. The connection we have is that I was also an immigrant. I 
grew up in a household that they are in at this very moment and I 
know7 what it's like to support my parents and sisters and 
brothers...All my brothers and sisters went to night school...I 
share some of the stories and I think my being there and reassuring 
them that I went there and wrent through it and I just came out of it 
not too long ago...gives them strength and a true connection. After 
that I think it makes my teaching -grammar or writing-- a lot 
easier. 
Her reflections 
During her recent return to Cambodia Rosaly was able to stay in a 
comfortable hotel with hot water and air-conditioning while searching for 
something she might recognize of her parents' home in the city that had 
been demolished by war. She visited her sisters' school, which has been 
made into a memorial center for torture and genocide, and also temples, 
which reminded her of the greatness of her heritage. During the entire 
trip she had to make choices about how7 much of the Cambodian tragedy 
she could face, about whether she felt at home or foreign, and about what 
she had gained and w7hat she had lost: 
Our tour guide was a woman who is of the same age as I am. This 
means many things to me. It means that she w7ent through the same 
things I went through during the regime. Our conversation 
confirmed that this was so. She has lost members of her family and 
so have I. She was taken away from her parents when she was just 
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a little girl to be put in a work camp. This was also the case for me. 
We both knew what isolation, starvation, malnutrition, separation, 
subjection, oppression, living under suspicion, and fear meant. Yet, 
there we were, feeling connected yet separated. We were the same 
but different. She earns about five dollars a day as a tour guide at 
that awful place and I am the tourist who could afford to give her a 
five dollar tip for a two-hour tour. I entered her world 
knowing I could leave at any time but she must always remain 
there. How is it that I end up being the tourist and she, the tour 
guide? Mateus ,[my husband] asks me not to think too much or 
too seriously about things. I said, "How could I not?" 
Over the past few years Rosaly has made significant choices about where 
she teaches and about how she spends her time. She has given birth to a 
daughter whose three names reflect her husband's German heritage, her 
US birthplace and her Cambodian heritage. While sought-after as a 
teacher educator in a City College system she maintained one job after the 
baby was bom and that was with Chinese immigrants in San Francisco. 
They call her the Chinese word for "little one" and she in turn is dedicated 
to helping them feel at home and adjusting to life in America. 
Sherry 
Opening the window, 
1 open myself. 
(N. Gorbanevskaya, 1972) 
Her Life 
Sherry's grandparents, on both sides, immigrated to California 
from Japan in the late 1880's and early 1900's. Her maternal grandparents 
returned eventually to Japan but her mother stayed behind and married 
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her father who was part of a large family who had become gardeners in 
southern California. She writes: 
In 1939 my parents were starting their own family only to be 
interrupted by the outbreak of World War II and the sudden 
incarceration of over 110, 000 Japanese and Americans of Japanese 
descent. My parents lost their land, their home and belongings and 
most importantly, their sense of pride. After the war they moved 
to the Midwest to start all over again. They couldn't go back to 
California, their birthplace. They were too humiliated. 
While this history eventually came into the foreground of Sherry's 
story, she entered into our interviews with her own stories which evoked 
their own tears and regrets. During all our initial interviews Sherry 
inevitably cried as she remembered her life in the United States as a child 
and young adult. She acknowledges: 
Whenever I talk about myself, I cry. If s not because I'm sad, it's 
just realizing that "this is it—and I have to deal with if'.. .If s not 
anger, if s not frustration, if s just this is it and HOW do I deal with 
it from now on?! 
She grew up in a large urban city in a Jewish neighborhood: 
I thought the whole world was filled with Jewish people and I 
wanted to be one of them. I didn't know there were other people. I 
didn't know there was a big black community, I didn't know there 
was a Japanese community. I didn't know, I just thought 
everybody was Jewish and I wanted to be like them because I 
wanted to belong. 
Even in high school there was a large Jewish population and when 
it came to dating, people were talking about going out this 
weekend, doing this and that, and I thought, " No one is going to 
ask me because Jewish people only date Jewish people. So it was 
like I would dread Friday... It was always like "Good friend, 
Sherry, but not for dating." 
She also lived with the haunting memories of World War II: 
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Even in class when you get to World War II if s like, "I didn't do 
it!" I didn't do anything. Maybe they weren't looking at me, I just 
felt that it's Japan, Pearl Harbor. It was difficult... I was bom 
here, raised here and then sometimes I think, "This person, then- 
parents came after the war. Why are they more American, why do 
people treat them more American than me...I can't change my 
face?" I'm not angry, if s just a fact of life. 
When she was eight or nine her father decided she should learn a 
little Japanese and she agreed to go to Japanese school: 
When I went there all the kids were Japanese American. I felt really 
good about that, and I enjoyed going to Japanese school, not to 
study --just to have people around that are the same as me. They're 
not going to compare me to anybody else they're not going to look 
at me differently. I'll be who I am and I'll just interact with 
everybody on an equal level. 
This group became her comfort through high school and ultimately 
she decided to study Japanese and learn about Japan and to find pride in 
being Japanese. She relates this change also to the change in U.S. 
perceptions of Japan: 
When I was young, everything from Japan was supposed to be 
cheap and would break easily. Then suddenly the Japanese 
companies were invading America and then it seemed like, "Okay, 
if this is from Japan, it's good!" Then I said, "Okay, I'm going to be 
proud of this!" Because I'm not going to be white, no matter how 
hard I try. I'll just be proud of what I am. I'm Japanese American 
and I need to concentrate on Japanese language and learn a little bit 
more about the culture. 
When she was a freshman in college her father died, which meant 
that she needed to live at home again with her mother. This then led to 
her ultimately having to confront Japanese culture in a more intimate way. 
One evening, she remembers: 
There were the shoes by the door and I asked my mother, "What 
happened, I mean, whafs wrong, there's shoes by the door?" She 
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said, "There's some Japanese people living here." And I said, "Oh 
my goodness!" Now that I think about it, half of me was like 
ashamed. I didn't want to have Japanese people. I didn't want to 
be surrounded by Japanese people, because I wanted to be 
American. And so I was a little bit negative about that. "Why are 
they here?!" My mother said, "Well, they're from Japan—they are 
three Japanese men and they've rented the apartment." So I said, 
"Okay," 
My mother invited them for dinner and [the man who would 
become] my husband was sitting right next to me. We were just 
talking. Finally I was talking and he was just answering me, "Yes, 
yes, yes." Then afterwards, I said, "This Japanese man, he speaks 
English, doesn't he?" and my mother said, "No, he doesn't speak a 
word." Then I was like, angry. He could have told my mother that 
he didn't understand but he lied, and he was just saying, "Yes!" 
So that anti-Japanese feeling gradually went away and I learned 
more about him and the other people and I said, "Okay, these are 
pretty good guys, and I shouldn't be ashamed of them." I used to 
be ashamed of people speaking Japanese. I didn't want to show 
how Japanese I was. Maybe that was the reason I didn't want them 
to be around. 
The next year, at the end of a Japanese language school she 
attended during the summer, a teacher from Japan offered to help her 
visit Japan and live with families after her junior year in college. This 
provided her with inspiration and the teacher followed through, so she 
went to Japan for the first time: 
Wien I came to Japan I liked the culture, I liked the people, and I 
decided, "I want to teach English and come back and teach English 
here in Japan." I had to go back and finish school and I had 
applied to graduate school and 1 was accepted .. .Then my 
husband came and he asked me if I would marry him. 
As she tells the story, she makes clear that he was ready to support 
her staying the two years necessary for her to finish her degree but that 
she was "ready for an adventure." She wasn't even sure she loved him; 
"that came later." 
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Sherry was 22 years old when she married her husband. As she 
puts it, he was "confident and self-assured" and moreover, he was proud 
of being Japanese, which she found, as she puts it, "intriguing". She soon 
learned she "had married not just a man but a man and a culture": 
The challenge is living in Japan as a Japanese American. You 
may not think there are any but I didn't either until I opened my 
mouth and realized there was something wrong with the way I was 
speaking. It was Japanese but it was an Americanized Japanese and 
when I said I couldn't understand what they were talking about 
they couldn't understand why, because I looked so Japanese and I 
would sometimes get these stares that "maybe she's stupid or 
maybe she's just...there's something wrong with her." And so I 
would practice trying to speak perfect Japanese...plus trying to 
dress like a Japanese.. .it wasn't appropriate to wear earrings or 
jewelry or to wear bright colors...trying not to laugh (cover my 
mouth) and all these little, little things Japanese learn as they grow 
up. The challenge was to figure out where I was in the world. Was 
I Japanese or was I American? But if I said I was Japanese they 
didn't believe me, they thought something was wrong with me. 
On the other hand she was hesitant to make much of her American 
identity because she had not completed her master7s degree. The degree 
would give her more credibility than being a native speaker as a teacher in 
Japan. Nonetheless, a local kindergarten wanted to hire her and because 
she had "nothing to do" she began teaching. For the next thirteen years 
she lived in a provincial town, with little social life, teaching, but refusing 
to be paid much, and raising her children. She and her husband had two 
boys and she tried to be the "perfect Japanese housewife". In one of the 
early interviews she spent a long time talking about this quest for 
perfection and how she had had to work to overcome it. 
I wanted to be a perfect mother, I wanted to be a perfect wife...I 
wanted to speak perfect Japanese, which you know I couldn't...I 
wanted to have a perfectly clean house. I wanted to do everything 
right. 
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For example, I have two children. I should be home before they 
come home so I can give them snacks. I should have dinner ready, 
a well-balanced meal, I should have the clothes all folded. All these 
things...within a day. 
Not only did she strive to fulfill the roles of Japanese mother but 
she also struggled for perfection in social interactions: 
What most Japanese could do and feel instinctively, I had to think 
about.. .and put it in the perspective of a Japanese. What was 
proper and what wasn't? What might be offensive and what would 
create stares? I lacked the social graces and common sense that 
were second nature to the Japanese. 
Her Teaching 
Ultimately, it was teaching English that began to give her a sense of 
respect, freedom and independence: 
Teaching gave me the freedom to plan classes and develop an 
English program the way I wanted. No one could tell me what was 
the right or wTrong way of doing it because there were no 
guidelines wTtich suggested how a native teacher should teach 
English...I had the freedom to be Sherry, the English teacher, the 
American. The strong interest in my English classes among adults 
and children was instrumental in bringing me out of my shell and 
giving meaning to my life in Japan. 
Then, in 1988, after 13 years in provincial Japan, the family was 
transferred to one of the largest cities in Japan and Sherry's teaching 
underwent another change. Working at a YWCA language school she had 
the opportunity to work with other foreigners teaching English. Among 
Australians, Canadians, and other Americans, and people from New 
Zealand, she realized "I'm just me," not Japanese American, "we're just 
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looking at each other as people... It made me not look for perfection all 
the time." In fact, she began to make conscious use of her American 
persona: 
I try to appear more American than I am. I think if s because they 
may want it...new students, they're expecting someone who looks 
American. They say, "Your teacher's going to be American." Then 
I come in, and they're just like, "Where's the American?" Then I 
have to kind of sit like this [demonstrates]...and maybe look 
American or try to appear more American. 
Not only did this school allow her to be American, but through 
experiences with her sons' schooling she began to take a more critical 
stance in relation to their schooling: 
I did not want my children to blindly follow others because it was 
expected of them...I want my children, all children, to be able to 
think for themselves, to question what they do not understand and 
also have the courage to give their opinion with sincerity and 
honesty. What I saw during this period made me realize that an 
educational system that had been praised for producing 99% 
literacy had serious flaws and even if I were the only one concerned 
about it, I had to do something...Seeing my children entangled in 
this inhumane system jolted me in such a way I felt I was 
awakened from a deep sleep... A new sense of self began to 
emerge. 
As she goes on to describe this, she casts it as a reconnecting not 
only with her American self but with 
such values as we can learn from our mistakes and that we can 
always have another chance, that if s all right to take a chance 
because if we don't we may miss out on exciting 
opportunities...and most importantly that our future is not based 
on one single decision. 
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Her reflections 
Over the next five years. Sherry took important steps to living out 
new opportunities. One crucial step was that of choosing to return to the 
U.S. for two summers to complete her master's degree. This started her on 
the path to redefining her cultural identity: 
I had no idea at the time that the classes, the materials, the 
assignments, the teachers and the student community would 
indirectly be the forces that would make me stop and think of 
myself as a cultural being. 
My newfound multicultural identity will enable me to look at the 
world through three pairs of eyes and understand each situation 
from three viewpoints. One set of eyes is that of a Japanese 
American, another as a Japanese, and the third, as an American. 
These multiple viewpoints were crucial as she helped her sons face 
the grueling competition of college entrance exams, as she was able to feel 
compassion for their resistance and was able to encourage them to take 
alternative routes to university. Her oldest decided not to take the 
competitive college entrance exams and thus entered a "not so well- 
known" university where he made great friends and was able to spend a 
junior year abroad at an American university. The younger son took a 
much less traveled road and studied at home for exams, which he passed 
with excellent grades, thereby earning admission to an excellent Japanese 
university. 
He believed in himself and didn't give up. He went down a course 
no one believed he could survive and he came out shining. For a 
child that has always been labeled "unique" in a negative way and 
unwilling to conform, he hasn't done too badly...he still needs to 
find his place in society and decide for himself whether he chooses 
social expectations over personal happiness. I am positive he will 
choose the latter. 
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As a master7s student Sherry also did a research project on the 
experiences of other Japanese students. She writes: 
This disturbing and overly stressed attitude toward education in 
Japan and the tendency for many young people to be without a 
dream or goal in life is a very serious concern of mine. 
Through my research...I found that 60% of the students describe 
their English classes in Japan as boring, frustrating, terrible and a 
few other negative descriptions. They talked quite frankly about 
their Japanese English education... Ail the English... [they]leamed 
was basically introduced as words and expressions that would be 
on a test. Not only were my children affected, but these students 
were too, and they were determined to seek other options. 
In her thesis she concludes: "I will be whomever I want to be—free 
from cultural bindings, transcending cultural definitions/' 
Sherry had always known that her family had been interred but 
only after her studies in the U.S. did she begin to entertain the idea of 
looking into that experience. One afternoon she had the chance, when her 
friend left her for an hour at the Japanese American National Museum: 
With tears rolling down my face I watched the information come 
out of the printer. Here was written proof that my parents had been 
in an internment camp. Facts such as when they entered the camp, 
pre-evacuation address and post evacuation address were right 
there in black and white. Before my father's name was his camp 
identification number, followed by my mother's name, two 
brothers and four uncles, along with their numbers. The list ended 
with my grandfather.. .To be able to absorb decades and decades of 
Japanese American history was a powerful awakening.... a lost part 
of our heritage and ourselves.... I found a part of me I thought I 
would never find—pride in myself as a Japanese American. 
In her thesis Sherry also goes on to tell of her pride at having stood 
up to a man in a railway car here in the U.S. when the train conductor 
teased her about her heritage; she complained about his rudeness. She 
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wrote that her ability to do that indicated her beginning ability to show 
signs of "strength and courage" and to make choices about her reactions 
to her experience. She ends her thesis quoting Catherine Bateson (1990) 
and writing about that newly found freedom: 
freedom that comes not only from owning your memory and your 
life story --but also from knowing you make creative choices in 
how you look at your life (p. 41). 
Andrea 
To be deaf is perhaps not to hear, but certainly it is this: 
to hold your tongue. Whatever spontaneous feeling may move you, 
to resist the impulse to communicate them, 
to remember that 'your' world, your moment are not other people's: 
to hold your tongue ... a haute ecole of self control, 
ofnonspontaneousness, of solitude and indifference. 
(M. Letteru, 1945) 
Her Life 
Andrea is currently living in Japan with her Japanese husband and 
their two children. When I first interviewed her she was only recently 
engaged to be married and was in the midst of contemplating the 
meaning of her choice to live, marry, and work in Japan. She was raised 
in California in a large Catholic family with a deaf brother and sister and 
readily proposed that she had spent her life trying to understand and 
recreate for herself what her deaf brother and sister went through 
growing up: 
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Which was to put myself in situations where I can't understand 
anything that's going on. And to be the outsider.. .because that's 
the way they grew up with our family. We have nine children, two 
of them are deaf, and they couldn't ever really be a part of it. No 
matter how hard I try to recreate that, I know it's never going to be 
as difficult for me, because I can always learn to speak another 
language, I can always learn to get by in the culture that I'm 
dealing with, and they can't and never will. Even if I were to be 
struck deaf I would have had these thirty odd years of hearing. 
She was also clear about how she came to that awareness at the age 
of sixteen: 
I went to Holland as an exchange student and I remember sitting 
around the dinner table and everybody was laughing. They had 
made some jokes and were just laughing hysterically. I said, 
"What? What did I miss?" And they just looked at me for a second 
and just went, "If s too late, sorry, we can't explain it." I was totally 
excluded from what had happened and I realized all those years 
growing thaf s what we used to do with our brother and sister. 
They'd go "What happened?" We'd say, "Oh, forget it, if s not 
funny any more." A couple of times my sister would run to her 
room crying and my brother would take it out in anger. He tried to 
kill himself once, when he was thirteen. I think I might have been 
the only person he told and a few years later I told my parents. 
We're so lucky he's still with us. Yeah, if s everything that I am. I 
mean, I was bom into it. 
It was Andrea's experience as an exchange student which began to 
give her the skills to think about and face the tension which had always 
existed under the surface of her family's life together. She says: 
For me, when I got angry, it was.. .go away, cry for a while and 
then come back and pout, give a little silent treatment and then, 
back to the family. Thaf s kind of what was expected of us. 
In her Dutch family, however, beyond the language difference, 
there were other rules at play: 
There was no pouting, no silent treatment. If s "Whaf s going on? 
We need to talk about it." And so, they were a little shocked at my, 
I guess, "immaturity" in dealing with conflict, and I still have 
difficulties with it...It takes time and work and coming back to my 
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American family after that was a big shock for me... It kind of set 
me on the course of intercultural communication...seeing what was 
possible and [the difference in] communication styles. 
She began to study American Sign Language (ASL) and was 
eventually able to communicate somewhat fluently with her deaf siblings. 
She recounts times over the years since when her parents have felt 
excluded by their lively conversations in ASL and she finds herself 
wanting to say, "Why don't you learn sign?!" While she explains it was 
not uncommon when she was growing up for families not to study sign, 
as the theory then was that deaf persons were to "learn to live" in a 
hearing world, she finds it hard to forget her parents' insensitivity. She 
says however, that she has "forgiven and accepted" them for this 
omission. 
After that first summer at SIT, she and her husband were married 
in a double ceremony with her deaf brother and his wife. In preparing for 
the wedding she corresponded frequently by e-mail with them and said 
they were "ecstatic" that she was getting more involved in ASL by peer 
teaching ASL in the SIT summer Master's Program. She acknowledges: 
I think it7s really more central than I've given it credit for being, 
because everything seems to come back to it for some reason. I 
don't know why. I did not go to Japan in order to find out about 
the deaf community. But that's been the key point that7s helped me 
adapt to that society and feel comfortable there. It's a sense of 
"Well, I can feel comfortable with this because there is another level 
beyond language." The Japanese tap into that because, as you said 
before "The mind and heart connection, it just keeps coming back 
to that." 
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In the same interview in which she described these details of her 
life, she also presented another incident that involved her new life in 
Japan: 
One of my first fights with my [then] boyfriend was when, in 
Japan, I invited him over to some American friends of mine's house 
for a barbeque for about 2 and a half hours. There were about four 
of us who were Americans and there was Masao [my husband]. 
His English was not that great and he saw us laughing and • 
joking.. .and we could make kind of inside jokes.. .1 saw Masao out 
by the barbeque, just sort of standing poking at things and I could 
see he was upset. He wouldn't let me go anywhere near 
him...when we got home he said "How do you think I felt there? 
You guys were all laughing and joking, and I couldn't understand a 
word of what you were saying. Don't you think you could have 
included me a little more in what was going on?" 
I said, "You know I'm really sorry." Then I got really angry, and I 
said, "This is how I feel every single day in this country." and I 
realized that of course this is just his first taste of what if s like and 
then I said "This is how my brother and sister feel!" and he was just 
going, "Whoa!" ...He began to really understand that connection 
of not being able to communicate and being outside of your 
element. 
Her Teaching 
Andrea also talks about her maturation in relation to other aspects 
of Japanese culture and her teaching: 
For example, I had a student once who told me that his wife was 
pregnant and was due within a couple of months. But, he was 
planning to take a motorcycle ride around the country for about 
three weeks. I thought, "Oh, my God, how rude to just leave his 
wife behind like that when she's expecting." But, after I talked 
about it with some co-workers, they said, "Well, you might ask him 
if his wife is even at home." When I did, he said, "Oh, no, she's 
with her parents off in a far-off city." Because, in Japan, often a 
woman, before she's going to have a baby, goes back to live with 
her parents who take care of her, especially if her husband is 
working constantly and isn't around much. She'll go to her 
parents' home, and thafs where she'll have her baby, and she'll 
sometimes stay there for three months before coming back home. 
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And, knowing this, it's like, "Oh, well then, it's no big deal that he's 
going off on a motorcycle trip for a couple of weeks." 
It really didn't make any difference, but, bringing my own 
perspective into the conversation. I'm glad I didn't just blurt out, 
"How could you do that?" I just listened, and thought, "Okay, why 
don't you just hold your tongue right now, because you don't 
really know." ... I didn't have all the information. But, having that 
kind of information made a major difference in my attitude and my 
response. 
So, understanding some of the underlying, cultural aspects or 
traditions here certainly helps me in the classroom, helps me 
understand what my students are talking about, it also helps me 
understand where their mistakes are coming from. Knowing the 
language and knowing the cultural context that they're coming 
from enables me to respond more appropriately to what I'm 
hearing. Knowing the culture has taught me a lot about just 
listening and getting all of the information before 
responding....through further questioning, yeah, through them, or 
letting it go and asking others, kind of holding back on my 
emotional response, which may come from an American 
perspective, finding out what is all the information here. So, by 
knowing the culture better. I'm much more patient in the 
classroom, and more understanding of what I'm hearing from the 
students. 
Andrea's development as a teacher directly reflects the contexts in 
which she has taught, as well as her deepening understanding and 
appreciation of the needs and goals of her students. She is also able to 
recount quite frankly her attitudes towards her early work at a Berlitz 
School before she was married. As an untrained instructor, she had 
informal conversations with the students until she became familiar with 
the Berlitz method: 
In the first six months I was just following the method and trying to 
display some kind of authority in the classroom. 
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When she then transferred to a different school it was with more 
confidence and grounding in ESL. Nonetheless she says she often asked 
herself: "What are they doing here and what am I doing here?" In fact, 
when she left she told herself she "hated teaching", "didn't like the 
country," and "didn't like the men." 
The male dominance...the subservience of the women, and the just 
kind of arrogance and dominance. And, I didn't speak Japanese at 
the time. I didn't learn it because I was teaching 12 hours a day. So 
I never connected with the local community. As I never connected 
with the local community, I, obviously, didn't get to really know 
the underlying aspects of the culture. 
She then worked in California in advertising for three years, during 
which time she began to regret not having learned more of the Japanese 
language or culture, so that when a friend let her know of a different job 
in a different city she decided to give it another try. There she had more 
of an opportunity to use her own creativity and had colleagues whom she 
enjoyed working with: 
The experience there was not so much becoming a good teacher as 
getting to like Japan again....What I did in [the second town] 
studying Japanese and getting to know the people was what I 
didn't do in [the first town]. 
Furthermore, it was at that school that she met her husband. He 
then became part of the impetus for her seriously deepening her 
knowledge of Japanese. She enrolled in a year-long program which 
provided her with airfare, school fees, tuition, and an apartment for a very 
reasonable fee which she was able to borrow from her father and she also 
became more interested in graduate study in teacher education. 
She also took a part-time job which ultimately led to her most 
satisfying teaching experience: 
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They asked for teachers who had at least three years of teaching 
experience in Japan, preferably to business people. I had taught 
some business people and found that was the most enjoyable type 
of teaching that I had experienced., .because the students seemed to 
be more motivated and had a purpose for studying. 
So I put a lot of effort into those classes, and began realizing myself 
that something happened by teaching these business classes. My 
motivation really increased, and as a result my approval ratings 
went up. 
She talks enthusiastically about finally finding a context which 
matched her own interests and was enough of a challenge. It also gave 
her freedom and colleagues with whom she enjoyed working and 
ultimately pointed her toward SIT. Many of her colleagues were SIT 
alums and her interest in intercultural communication, culture and 
language made SIT a sure fit. Not only that but she welcomed the 
opportunities and connections a master's degree would offer. 
Her reflections 
As Andrea reflected on her teaching she delved deeply into the 
issue of gender stereotypes. She also noted that students in Japan 
actually prefer women over men because they are thought to be 
"harmonious", and that this preference contrasts ironically with the 
discrimination women often face in other domains of the work place. In 
her final interview Andrea lamented changes which had just recently 
been made in office policies at her school which required women to 
answer phones and serve tea. On the one hand this has long been 
tradition in Japanese businesses. On the other, she has enjoyed the more 
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Western gender-blind style which had, before the new manager, been the 
operating international office culture. 
For me, it's a no-win situation... I'm the only foreign woman in the 
office and there are three Japanese women. So if the office staff 
pulled a "Oh, you don't have to do that...you don't have to serve 
the tea or whatever," my feeling's like "Whoa, how does that make 
the other women feel?" Then, if it's like, "Well you are expected to 
do this too," my feeling is, "Like hell, I will!" 
In contrast, she spoke in her presentation to the SIT community 
about surprising herself with a newfound willingness to act in more 
traditional ways. In particular, she has learned forms of bowing which 
express hospitality. She says she would earlier have perceived the bows 
as demeaning but that now, operating from a place within the culture, she 
actually finds it "exciting" when she executes them appropriately. She 
was articulate in describing her surprise at herself for having changed 
perspectives in relation to Japanese behaviors and yet had also reconciled 
herself to never becoming fully acculturated. Andrea has now lived in 
Japan for many years and she has gotten to a point where she is 
comfortable and able to relax within the culture. Nonetheless, she 
acknowledges she will most likely always "behave with an accent" and be 
affirmed for doing so. 
From her experience teaching English she is able to acknowledge 
this hierarchy in even further detail because of students' preferences for 
Anglo- and African-Americans above other races. Because students pay 
for native speakers in her program they often express preferences and she 
says, unfortunately, they "sometimes win out despite the school policy 
against catering to that kind of request." 
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Andrea makes it dear she knows she is privileged, "being white, 
being middle dass, being hearing, speaking a dominant language." She 
described to me an interaction which happened after the first of our 
presentations to the SIT community: 
A young woman came up to me who had attended it. She was 
about 17...She said, "I heard your story and it was very interesting 
about how wonderful your experience in Japan has been... I don't 
mean to be rude, but do you think you would have had that same 
experience if you were a South East Asian woman or a Filipino 
marrying into a Japanese family?" I sensed after she asked me the 
questions that she wanted to know if I was aware of the 
hierarchical differences there are there. Before she had to say it that 
clearly, I said, "I am very aware of that in Japan. The fact that I'm 
white puts me on a different rating scale... I see it around me... the 
kind of radal hierarchy that some people feel toward inter-radal 
marriages, and I know I'm on the receiving end of a lot of 
hospitality because I am white... I find it rude almost to even think 
these thoughts...but thinking it has made me realize, "Well, yeah, I 
do have a lot of privileges." 
Working with business people allowed her to help others bridge 
the inevitable differences between worlds that she now knows well. In her 
final comments to me she pointed out that just as it had been important to 
her deaf brother and sister that she, as a hearing person, make the effort to 
learn their language, similarly she was attempting to put aside her earlier 
judgments about Japan in favor of "trying" to learn the language, 
participate in harmonious ways, and to provide her students with skills to 
do the same. She also lamented not being in a situation where she could 
practice her ASL and communicate more regularly with her siblings. 
Nonetheless, she said she thought it was important to be seen as 
consistently "trying". As a woman of privilege, "trying" seemed to be her 
best and most respectable approach. 
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Milvia 
... the necessity for choosing "a path with a heart". 
I feel that one must deliberate and then act, must scan every life choice with 
radical thinking but then base the choice 
on whether one's heart will be in it. 
No other person call tell you if your heart is involved, 
and logic cannot provide an answer. 
(J. Bolen, 1984) 
Her Life 
Milvia is an East Indian woman with a contagious laugh that belies 
the struggle her life has been up to now. She herself might deny the 
struggle as she has also been blessed with parents and a husband who 
have supported and sacrificed for her. Nonetheless from the eye of this 
western observer, Milvia7s life story is painful to tell. 
Well, perhaps I should start from the beginning. I was bom in 
Mozambique in 1968. It was a Portuguese colony. My parents, 
actually my grandparents, emigrated to Africa, being from a poor 
family in India. There was a lot of movement taking place from 
India to Africa during this period of time. So my parents were bom 
in Mozambique, and I was bom there too. Since I was bom, my 
parents were focused on the Indian culture at home. It seems that 
I've always been part of two cultures—the one at home and the one 
outside the home. 
Milvia's parents were business people who, amid Portuguese, 
Africans, and Muslim Indians, kept as much as they could to their own 
Hindu culture. During World War II her mother had been taken to a 
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concentration camp in India at the age of eleven and made to cook for 150 
people and her father took over his family's business at the age of 15. 
That's pretty much the way it worked in Indian communities. The 
oldest one carries the responsibilities. That in turn reflected in me 
in the way I was brought up. All my cousins report to me for any 
decision they make. 
When Mozambique gained independence in 1974, the family "basically 
had to start from scratch," and they immigrated again, this time to the 
Canary Islands. As elder siblings, her parents were responsible for 
housing their families until they were settled. They lived in a three room 
flat with eight relatives for two years. 
The men spoke to the men, they wouldn't speak to the women 
about problems...It was reflected in the children, so the children 
kept their communication to themselves, the women to themselves, 
and the men to themselves. Until today, and I was always 
concerned of, "Why can't we talk openly?" Especially because in 
the system I was studying they encouraged us to talk openly about 
our emotions...it was a multicultural school so they found a need 
to express in that environment. And, then, Spain is very expressive 
culture too, so there was this outside influence that I would bring 
home, which was not accepted. 
At the age of fifteen this struggle reached a peak: 
My parent were used to seeing A's all the time, then they started 
seeing B's and C's and blamed it on my friends not allowing me to 
concentrate. This, in turn, made me angry because I was actually 
learning at that point about myself...So they decided to send me off 
to a boarding school, so I wouldn't get influenced. 
Milvia traveled to England and attended an all-girls school near where her 
aunt and uncle lived. While she relished the attention and lack of 
responsibility her aunt offered, the sexual advances of her uncle led her to 
the first of what would become a series of deceptions in relation to her 
family. Rather than admit to her aunt or parents the truth of why she 
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avoided going to the uncle's home, she and another women who suffered 
similar difficulties with her step-father managed to stay in bed-and- 
breakfasts on weekends until they were discovered. Blamed for shaming 
and ruining the life of her uncle, she had, from then on, to negotiate her 
schooling with her father. She promised to return to marry within her 
culture if allowed her freedom to study where she wanted. Her choices 
led her back to England, then to Madrid for the first two years of 
university, and finally to a U.S. university in the Mid-West. In her final 
years of university she got to know Geoff, the man who would, much 
later, become her husband. 
Meanwhile, her parents still had the expectation that she would 
eventually marry a Hindu man; so she went through the formalities of 
meeting men in New York who had been selected by her parents. Facing 
this reality plunged her once again into a series of deceptions in order to 
maintain her relationship with Geoff. 
The summer after college, allowing her parents to believe she was 
pursuing summer courses, she secretly left summer school and went to 
live near Geoff on the East Coast of the United States. When the summer 
was over, he followed her to the Canary Islands where they worked 
together for three years as business partners teaching English and later to 
India, where he accompanied her on visits to meet other possible 
husbands. During the period they taught together in the Canary Islands 
they never admitted their romantic relationship to others and her parents 
never knew he accompanied her to India. Even after they finally 
acknowledged their love for one another to her parents, they lived apart 
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another year while Geoff ate two meals a day at her house, getting to 
know the family. Her wedding created tension in the entire community: 
Everybody from all around the Indian community came over for 
the wedding in honor of my father, but not in honor of the 
wedding...The wedding lasted for a week but I spent the whole 
week crying in front of everyone because I was so angry at all these 
people who were criticizing and making life hard for my parents...I 
just wanted to have wedding in honor of my parents but it felt like 
I was abandoning my culture. 
She is now able to talk about the importance of the wedding in a 
different way, but still with some hesitation: 
I think Geoff and I have been a drop in the bucket for the future 
generation in terms of culture. I'm the first woman in our family 
who married to someone not Indian and it's certainly helped my 
cousin who is dating Caucasian men now. Even Black people 
they're dating. They share it with me.. .Usually I don't try to 
encourage or judge them but I'm even scared of encouraging 
them. 
Once Milvia and Geoff were married the cultural challenges 
continued, even though they stayed another three years in the Canary 
Islands. Her parents had hopes she and Geoff might take over the family 
business but Geoff had other ideas: 
There were lots of expectations for Geoff being the man who 
brought money into the house, and stability and money-oriented. 
He struggled with that because he was more into self¬ 
disco very... rather than getting involved into a stable life and have 
children and lead the typical married life. 
There were other issues as well, as her parents expected to give 
them a house and money: 
We rejected that because we wanted to build our own house with 
our own hands and, in the metaphorical sense, we wanted to work 
at our own pace...I was happy to keep traveling and exploring. 
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On another level...I felt obliged to fulfill some of their expectations 
and that's where Geoff saw danger. He said, "You're pulling in 
that direction and that's not where I want to go." So there was a lot 
of negotiating on my part. 
Up until I got married I was leading a double life, and I was lost 
when I had to choose one identity at this point. It was very tough. 
Those three years were very hard...I didn't know how to make 
them co-exist at that point. 
After three years, the couple made the choice to return to the U.S., 
specifically to California, where they hoped they might find a supportive 
environment. 
The coming to the United States helped me, being away from my 
family helped me focus on myself and that's where I found the 
answer. I don't have to be Mil via inside the house or outside the 
house. I can just be where I feel comfortable. It's a whole different 
identity. It7s an identity of my choice, of picking what I liked about 
my life and being able to incorporate it into my being. 
In the end, however, the idea of SIT became a beacon of possibility 
where her colleagues, her profession and her life of international 
exploration might come together. She had never aspired to have a degree 
yet it seemed an ideal place to reflect on just who she was and where she 
was going. 
Her Teaching 
Milvia has worked in many different contexts since her move but 
we spoke at length about her enduring job in the language program at one 
of the University of California campuses and at the local City College, 
which serves the local Hispanic immigrant population. At the City College 
she struggled with the students' preferences against her own desire to run 
a student-centered classroom: 
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They had heard, "Milvia's a very good grammar teacher because 
she teaches grammar." Then, here they had come and I wasn't 
doing it any more. Before I had had the habit of teaching grammar 
the traditional way of, "Here's your line of your life, the past, the 
present, the future." the way a teacher-centered class would be run. 
I shifted that totally last year and I think it was a bit of a 
shock.. .They...think it's a playground if I leave them to do 
activities in a group, even if they are guided. They need to have a 
sense that the teacher knows the material...They cannot buy that 
"you are your own best resource," because otherwise, they would 
not be in school. Their attitude is : "Sure, teach me and let me 
practice with my friends." They do enjoy the variety of 
activities.. .but the transition is slow. It cannot be pushed. Like I 
described, my intermediate grammar class was a failure because I 
tried to push [student-centered teaching] all the way... My 
learning experience from this is that I can't go one full way, one 
way or the other. I need to balance both. 
At one point I asked her if she felt it made any difference that she is 
a woman. She granted that there is an initial attention to her race but that 
a lot of the students may feel more relaxed "because of a woman's 
energy". She notes: 
I don't give too much importance to it because it becomes 
secondary after a while. They're so engaged in learning, once the 
community classroom setting goes, that I've just become one of 
them. I've never felt threatened, or judged to a large extent for 
being a woman or a teacher, judged in a positive or negative way. I 
think it becomes irrelevant after the novelty is gone. 
As she talked about her preparation for an advanced class at the 
university, however, she described a different dilemma: 
I've always sensed from my past experience that, when teaching 
advanced groups, they are always shocked to receive an Indian 
looking face to teach them, versus, perhaps what they associate 
with an American, maybe Caucasian, I don't know, African 
American, but not Indian, because they see plenty of us in Europe. 
So I don't think I've sensed any discrimination in the long run but I 
do sense surprise when I walk in. 
I would have to work to justify my whole history. 1 felt like I had to 
tell them my background a little bit. But it was always 
uncomfortable to have to prove who I was for me to be accepted. 
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I remember thinking to myself, "I'm going to have to work really 
hard to please them ...or hand them authority over to 
themselves".. .1 decided to take the risk. 
What I was basically doing was translating the method my British 
teacher had used on me years and years ago to get me to read and 
write without imposing on them what they needed to read. 
For this class, she started with addressing students' concerns about 
her background directly: 
Justifying who I was, what I did was I took advantage of the 
autobiography [I had written] for my culture class last year and 
read it to them, as a means of reading, and asked them to write 
their own autobiography to complement the reading and writing. 
What was interesting was that it made them very vulnerable when 
they wrote their own autobiographies. They were not judging me 
because they opened up their lives to me at the same time. 
She then continued, "breaking cultural judgments": 
The Swiss judging the Asians, and the Asians judging the Japanese, 
Japanese judging the Koreans, and that tension is hard for me to 
break...It's not my intention to convert them into spiritual beings 
or anything. It7s just an intention of creating an awareness and 
respect for each other...If we can get to that place, it makes it much 
easier and fun also. 
One of the primary skills she worked on was "active listening": 
They talk about an incident where a teacher has affected them 
positively or negatively in their life and person B just listens and 
maintains eye contact, abstaining himself or herself from nodding 
or from using words. They're to be in total silence while they listen 
and process. And then, they repeat back what their partner has told 
them. Then, they shift roles. 
They're taught active listening techniques of using, "I hear that..." 
and not paraphrasing but speaking what they understand, from the 
heart. This is only to create empathy amongst the students in their 
first days...and I can adapt to their needs. 
Finally, in her course introduction she had the students write an 
essay describing "an experience with a teacher which affected your life 
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positively or negatively" so she could develop a sense of the learning 
needs of her students which setting a tone for how the class would 
function: "It was them building the community." In her thesis she wrote 
a series of critical incidents and always included two sides of every issue 
from shyness to talking to aspects of body language. 
Her Reflections 
At the TESOL presentation Milvia, like the other women, spoke 
three times. The first was a brief autobiography, the second a statement of 
the challenges of such a life and the final, comments on teaching as a 
multicultural woman. When Milvia began speaking about her challenges 
she quoted a saying her father had repeatedly used to encourage her to 
make choices as a child: 
It was probably something said by my parents when choosing the 
flavor ice cream and always wanting to try five flavors before I 
choose and still end up with cone full of different flavors. My Dad 
would always tell me, "You can't have one foot in the yogurt and 
the other in the milk." 
In her interviews and in her master's thesis she returned to this 
phrase as a way of capturing not only her personal dilemma but that of 
her students trying to coexist with one another. In one case she actually 
wrote a play with characters who embodied the different attitudes she 
saw struggling to co-exist in her class: 
I...wanted to break the ice and developed some skits where I 
manifested each student's problems, like one student was 
homesick, and the other student giving him advice in basic English. 
The other student talking about how uncomfortable it is for them to 
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develop and understanding of their peers, because they couldn't 
understand their accents. So all their problems were brought into 
the skit and they had to act out their problems...After they had 
acted the skit it was funny because they were pointing their fingers 
to each other, "That's you." You know, "that's you." They all 
broke out into laughter, and it kind of bonded them together after 
that. 
In the introduction to the thesis she wrote: 
I'm now experimenting with recipes where I'm combining both 
ingredients in order to make the most delicious and unique dish to 
be tried; the child that will nurture from the milk of life and yet 
have the coolness and patience of the rich yogurt that my mother 
daily makes. 
Milvia describes this combination as a place of "peace and acceptance," as 
a universal culture: 
It's a privilege all individuals have been given, no matter where 
they were bom. It's a place of peace and not judging any of the 
events that have gone or affected one. Because, if s when I self-pity 
myself that I'm not able to be in touch with the heart... I spent a lot 
of time self-pitying myself for the way I was treated, because of the 
cultural differences, and despite the stories I may have shared with 
you which seem to be very sad and traumatic when if s heard...but 
I view my life, to be honest, at this point when I'm connected with 
my heart, it feels every incident that has taken place has only 
benefited me and has taken me to where I am now. And all I can do 
is honor each and everv one of them. 
•/ 
I mean I feel very fortunate for where I'm at and very blessed for 
having been through so many cultures and to be able to meet with 
everyone. And when I am connected with my heart I see that in 
every culture, the beauty in every culture the good in everything 
and if s just a beautiful place to be at, and I believe that every 
culture has that in them and when I'm able to transmit that in my 
classroom, if s amazing how everyone opens up to that universal 
culture, and we're speaking the same language no matter where we 
are from. 
Later, a term she used in her final interview and in the CATESOL 
and TESOL presentations was that of "teaching from the heart." 
I always walk in thinking, "This group of students here is a 
manifestation of myself. Each one brings something to show me of 
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who I am, whether I like it or not"...And, just bringing that thought 
into the classroom already shifts the energy because I'm curious ° 
about my students and it makes me very uncomfortable to be in 
that classical, authoritarian standpoint, or authoritarian place of 
"I'm going to teach you".. .Sometimes they look at me very 
strangely, but by the end of the course they know where I am 
coming from. 
Conclusion 
You survived because you were the first. 
You survived because you were the last. 
Because you were alone. Because of people. 
Because you turned left. Because you turned right. 
Because rain fell .Because a shadow fell. 
Because sunny weather prevailed. 
(W. Szymborska, 1981) 
Julia was bom in a San Francisco tenement and Andrea across the 
Bay in a suburban house comfortable for a family of eleven. Maria Clara 
traveled as an infant to a new world and Sherry was bom in a 
concentration camp. Rosaly lived alone for years as a child in the jungles 
of Cambodia, searching for her parents, and Milvia has now chosen to live 
alone in a city half way around the world from hers. Their differences are 
significant, nonetheless their commitments to teaching others have 
formed similar beacons for helping students adjust to experiences of 
transition and change, of exclusion and inclusion. The degree to which 
their multicultural backgrounds prepared them for their professional lives 
is the further focus of this thesis. Chapter Five will discuss the challenges 
of their jobs and the attitudes, skills and awareness these uniquely 
complex women bring to their students. 
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CHAPTER V 
ANALYSIS 
Although teaching is often approached as a technical activity—writing 
lesson plans, learning effective methods for teaching algebra, selecting 
appropriate texts, developing tests to assess student learning—anybody 
who has spent any time in a classroo?n knows that teaching and learning 
are primarily about relationships. What happens in classrooms is first and 
foremost about the personal and collective connections that exist among 
individuals who inhabit those spaces. Consequently, teachers' beliefs and 
values, how these are communicated to students through practices and 
behaviors, and their impact on the lives of their students —these are the 
factors that make teaching so consequential in the lives of many people. 
(Nieto 1999,130) 
The SMAT course entitled "Culture, Identity and Ethnic Diversity" 
initiated many of the reflections and discussions that took place among 
the women in this study. The coursework included a cultural 
autobiography that asked students to reflect on the impact of their 
intercultural and linguistic experience on their desire to become teachers. 
The interim year teaching practicum, which occurred after the course and 
between the two summers in Brattleboro, provided a context for further 
consideration and discovery of their own beliefs and practices. Thus the 
primary research question for this study, which asked how multicultural 
women define themselves in multicultural settings, was implicitly part of 
the SMAT curriculum and the subsequent questions, to do with the 
challenges most frequently perceived, and goals teachers set for 
themselves and their students, were natural parts of the reflections the 
teachers were asked to make as part of their program of study. The other 
sub-questions, regarding attributes necessary for achieving those goals 
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and the implications for teacher education, explicitly came to light as the 
women and I prepared for our TESOL presentation. 
Four of the six women and I gathered in Vancouver, British 
Columbia in March, 2000, to prepare for our presentation at the TESOL 
2000 Convention. We had hoped to all be present but distance and cost 
prevented Maria Clara from traveling from Brazil and her sick baby kept 
Andrea in nearby Oregon with her parents. Nonetheless, we set about 
preparing our presentation that we had titled, "Defining the Challenge of 
Multicultural Identity". The very nature of this preparation was itself 
expressive of our conclusions. Nestled in one hotel room we huddled 
close to one another, and slept in a room jammed with beds enough for 
five. The phone was constantly being used, clothing mended and 
prepared. We caught up on our lives and ideas were thrown out for 
discussion. Our many roles, identities and purposes mingled, conflicted 
and conversed. 
We hoped, nonetheless, to present a coherent public face to our 
listeners and made it a priority to set up the room where we were to 
present to allow for comfort, beauty, and focus and were fortunate to be 
scheduled for the first presentation of the morning, so that we were able to 
rearrange furniture and experiment with space and format the night 
before. It became clear that there was no detail too insignificant, no 
moment of the experience too boring. We placed the chairs in a semi¬ 
circle focusing inward with a bouquet of mixed flowers as a focal point an 
while we ourselves sat casually facing the windows and the mountains as 
a way of suggesting a casual conversation among friends. This was to be 
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a moment of inner reflection for the participants and of sharing 
revelations for us. That it took place on the top floor of the conference 
center, looking out at the beautiful snowy peaks of British Columbia and 
the streets of Vancouver, only magnified the sense that this was a shared 
moment of significance. 
As I reflect back, I realize there was much to that juxtaposition of 
shared chaos with the final, carefully staged presentation. That comfort 
with chaos and appreciation for presentation in fact came to light as parts 
of what it means to integrate and express complex identities. 
In his foundational writing on "the presentation of self in everyday 
life," Goffman (1959) laid the groundwork for current communication 
theory stating that: 
When an individual enters the presence of others, they commonly 
seek to acquire information about [her] or to bring into play 
information about her they already possessed. They will be 
interested in [her] general socio-economic status, [her] conception 
of self, [her] attititude toward them, [her] competence, [her] 
trustworthiness, etc. Although some of this information seems to be 
sought almost as an end in itself, there are usually quite practical 
reasons for acquiring it. Information about the individual helps 
to define the situation, enabling others to know in advance 
whatfshe] will expect of them. Informed in these ways, the others 
will know how best to act in order to call forth a desired response 
from her. (p. 1) 
This was written before concepts of intercultural mis- 
communication had been researched and articulated but it holds up, 
nonetheless, the common perceptions and expectations for behavior 
which beset an individual as they enter a new situation. It also highlights 
the challenges of situations which are more complex because of the 
presence of different cultural practices and expectations and sets the stage 
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for questions about the teacher's role in creating a supportive 
multicultural learning environment and setting appropriate goals for 
learning. 
In the presentation we did at TESOL, the four women present went 
into considerable depth about their own individual struggles for a sense of 
security in the classroom and of what they often called "belonging," in 
relation to their students. Julia, in particular, was very excited about the 
application of a framework called the JOHARI Window (Luft 1982) to 
issues of identity as they applied to the initial establishing of positive 
relationships with students. Her thoughts will be explained in more detail 
below but, in brief, she volunteered to frame our presentation by speaking 
about the framework and its four aspects, those of "open, hidden, blind, 
and unknown" aspects of identity. 
In the literature reviewed earlier in this dissertation, I mentioned 
the many variations on identity which could be applied to these women. 
Julia is of mixed heritage, Rosaly is Asian, and Milvia was raised a "global 
nomad". Andrea identifies as "privileged," Clara, an invisible minority, is 
often perceived as "privileged," while Sherry has always wanted to be 
"privileged" and has come to peace with an identity which may never 
allow her that experience. Their common ground, nonetheless, is in their 
complexity and they have all come to see that complexity as a source of 
unending challenge and fascination, which they each have then chosen to 
share with others through teaching in complex cultural environments. 
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The JOHARI Window 
Julia and later, others of the women, found it very helpful to think 
about their concepts of self in interactions with others, specifically in the 
classroom, and to relate these concepts to a framework called the JOHARI 
Window, which was named after its creators, Joseph Ingram and Harry 
Luft. Figure 1 is a copy of the overhead Julia used at the TESOL 
presentation: 
Figure 1. The JOHARI Window 
QUADRANT I. The area of free activity or public area refers to behavior and 
motivation known to self and known to others. 
QUADRANT II. The blind area, where others can see things in ourselves of 
which we are unaware. 
QUADRANT III. The avoided or hidden area, represents things we know but 
do not reveal to others (e.g., a hidden agenda, or matters about which we have 
sensitive feelings). 
QUADRANT IV. Areas of unknown activity. Neither the individual nor others 
are aware of certain behaviors or motives. Yet, we can assume their existence 
because eventually some of these behaviors and motives were influencing 
relationship all along. 
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Figure 1 shows a four-paned "window" in which there are gradations of 
transparency. That which is commonly known, to others and to ourselves, 
is highlighted in the upper left pane entitled "KNOWN." Julia used the 
example of her gender for that window: 
In that square I have no fear of you discovering things about me. I 
can be open, and we can have an honest dialogue. For example, I 
am a woman. You probably, maybe, knew that, and so gender isn't 
an issue for me that I have any fear about ... 
She went on to describe other factors that she suggests might better be in 
the top right pane labeled "HIDDEN," 
There's going to be other factors that I'm right now, keeping 
hidden. An illustration of that is that I'm [part] Filipino, and, when 
I was teaching Japanese businessmen in Japan, I learned that 
disclosing that might, somehow, hurt my credibility. So, I kept that 
hidden. I don't know if I was right or wrong... keeping that hidden 
was hindering our ability to communicate as openly and grow as 
readily as we might have liked to. 
Then she talked about the lower left pane, labeled "BLIND," and 
what she might be blind to and used the example of having crumbs on her 
face and its affecting participants' ability to concentrate. Finally she 
focused on the "UNKNOWN" square and talked about its relevance in 
situations: 
And then of course there's the unknown square, which is 
everything else, that we're bringing with us and is also affecting us, 
and we have no control over it and we can't put our finger on it. "I 
don't know why I'm not connecting with this student. I don't know 
why we aren't understanding each other." If we can move things 
from the UNKNOWN square into the OPEN square, then we can 
develop. It isn't a matter that all things need to be disclosed, the 
point isn't that all things need to be under our control. It7s just a 
matter of gaining insight and a growing awareness. 
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She also specifically talked about her surprise during the Summer 
MAT program at SIT when she realized how isolated she felt from others 
of her social class: 
I recognize now that it's a sub-society, that... to look at me, they 
don't realize that I actually grew up in a different culture, and the 
values, and the outlook on life, and the expectations ... if you're 
raised in an environment of poverty, and think this is really what 
life is, it's a different culture ... a culture I can connect with and 
that culture affects my teaching. 
During the summer, she said, that aspect of her identity moved from the 
"unknown" to the "hidden," as it was a part of her own awareness of how 
she connected silently with her students who were immigrants while 
consciously hiding her class background from her students who came 
from more elite European backgrounds. In an article entitled "Unknown 
Women and Unknowing Research" (Bing and Reid 1996), the authors 
point out that social class is rarely mentioned in studies of ethnicity. They 
also mention an analysis of over five hundred psychological abstracts 
confirming that social class is rarely reported, and even more seldom, 
analyzed. Julia's truth is seemingly a truth for many others. 
It is notable then that Julia chose to include a reflection on the 
JOHARI model in both the TESOL presentation and in her Master's thesis. 
In the thesis she emphasizes the importance of teaching authentically and 
of being "honest and true" to ourselves, yet for her that created an 
ongoing challenge. If she could choose to be perceived as an Anglo- 
American, what were the advantages? And similarly, what did she gain 
when she acknowledged her Mexican, or her Filipino, or her Native 
American heritage to her students? She finishes her thesis with a 
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discussion of "authenticity and credibility" and quotes from Stephen 
Brookfield's book. The Skillful Teacher (1990): 
The problem with pursuing authenticity and credibility (aside from 
the fact that neither of these concepts can be standardized in 
behavioral terms) is that the actions associated with these ideas 
often seem contradictory. In pursuing one, you risk threatening the 
other, (p. 175) 
This delicate balance characterized well the way Julia had come to live 
and work with the many hidden aspects of her identity. 
Similarly, "hiding," as a strategy for maintaining harmony, was a 
prominent theme for both Milvia and Julia and was used by them in very 
different ways. Milvia needed, for many years, to hide truths from her 
parents. Most significantly, she felt she needed to hide her uncle's 
inappropriate sexual advances from her family for fear they would, as is 
common in India, blame her, as the woman. Later in her life, she hid her 
relationship with her boyfriend from her parents for many years, for fear 
of bringing them shame. While Milvia felt anxious for years about these 
deceptions, she and the others ultimately saw these in the context of the 
larger conversation as part of the dynamic of intercultural interactions. 
Each talked about, at first unconsciously, and later quite consciously, 
hiding aspects of their identities, both in life and in their classrooms. 
This issue of truth and deception is also a theme in cross-cultural 
communication literature. Research in persuasion (Anderson 1994) in 
Arab cultures and truth-telling (Pineda 1987) in Mexican cultures points to 
a desire in those cultures to please newcomers. Pineda says that a 
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Mexican must be able to lie and that the lie is "socially acceptable in all its 
forms": 
Wanting to say something to make the visitor happy and to enjoy a 
few pleasant moments together, the Mexican ... does his best to 
say something so that for a short while the visitor is made happy. 
Condon (1986) quotes Diaz-Guerrero who says there are two kinds of 
realities which must be distinguished, "objective" and "interpersonal" and 
then goes on to say : 
Some cultures tend to treat everything in terms of the objective sort 
of reality... other cultures tend to treat things in terms of 
interpersonal relations (p.90). 
It seems the multicultural women in this study determined that 
"hiding" serves an important intercultural purpose at times, in relating to 
and maintaining harmony with others. Rather than thinking of it as a 
form of dishonesty, they came up with the term "playing their cards 
right" to express their responses to their perceptions of what would be 
effective ways to manage complex cultural situations, and considered 
"hiding" as the alternate view that all humans make conscious choices 
about how they present themselves in daily life and that they "hold many 
cards" or possible responses to any situation, and need to be especially 
skilled to be able to serve the complexities of their classrooms. 
The analogy of card playing emerged among the women as an 
image which allowed us to talk about choice with regard to the identities 
we show to students and the goals we have for them. Along with the 
metaphor emerged a series of very helpful themes for consideration. 
Clearly there are many moments in which teaching is "no fun" and 
certainly does not feel like a "game" at all but rather as a harsh 
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confrontation with sociopolitical realities and limited educational systems. 
Nonetheless, it became clear again and again that it was important for 
these teachers to find ways to manage and feel powerful within rigid 
educational systems. When the teachers described and thought about the 
choices and strategies which were effective with students, the approaches 
they took inevitably tended to help students see language, culture, and 
themselves in a larger social context with somewhat predictable rules and 
which demand planning ahead as well as creative responses to that which 
is unpredictable. 
While this "game-playing" by no means captures the whole of 
what it means to define oneself in the classroom, the metaphor is one 
which the group found helpful in describing the process of establishing a 
relationship with students and then effectively teaching to and learning 
from them. We defined four aspects of this process: 
•acknowledging the uniqueness of each context 
•learning to manage 
•importance of finding a match 
•enjoying the process 
Acknowledging the Uniqueness of each Context 
Every time a teacher is assigned a class, she is dealt a unique group 
of students and a specific curriculum (or lack of curriculum) that demands 
consideration, planning, and adjustment. The combination of contexts 
taught in by the women in this study, as arbitrarily as they had been 
chosen, exemplify this diversity. 
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Teacher Maria Clara Sherry Andrea 
Teacher's 
English Non-native Native Native 
Course EFL (in Brazil) EFL (in Japan) EFL(in Japan) 
Students All Brazilian All Japanese All Japanese 
Context Bi-national 
Center 
YMCA Corporate 
English 
Focus ESP (English for 
SpecialPurposes) 
Grammar Cross-Cultural 
Communication 
Cross Cultural 
Awareness 
Defense Denial Minimization 
Figure 2 (above): Teachers of English as a Foreign Language (EFL) 
Teacher Julia Milvia Rosaly 
Teacher's 
English 
Native Non-native Non-native 
Course ESL ESL ESL 
Students Heterogenous Heterogenous Heterogenous 
Context Language 
Institute 
University City College 
Focus Travel Academic Survival 
Cross Cultural 
Awareness 
Appreciation Integration Acceptance 
Figure 3. Teachers of English as a Second Language (ESL) 
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Each context is different, not only in terms of context but also in 
terms of level of proficiency and the type of English to be taught. 
Furthermore, while only Andrea taught intercultural skills explicitly, the 
students they teach are each in different stages of intercultural sensitivity 
and awareness. This coupled with the teachers' complex identities make 
for a veritable kaleidoscope of unique variations. Three of the teachers in 
the study teach in ESL settings and three in EFL settings, yet each setting 
is quite different from the other. Among the three ESL instructors, Julia 
taught young Europeans interested in advanced English for travel while 
Rosaly works with elderly Chinese immigrants. Milvia has a mix of 
cultural backgrounds and students interested in preparing for academic 
study. Nonetheless, all three teach "ESL" classes. 
In their overseas settings. Sherry, Andrea, and Maria Clara have 
slightly more similar situations. Each has homogenous cultural groupings 
yet variation is seen in the likelihood their students might actually use 
English or travel to an English-speaking culture. Andrea alone teaches 
adults who are likely to use English immediately and practically for work, 
while Maria Clara and Sherry face students for whom using English in an 
English speaking country is a theoretical endeavor. These culturally 
homogenous classes and the unlikelihood of a real encounter with English 
make for a particular challenge for culturally adept teachers, as it 
diminishes the importance of socio-linguistic aspects of language teaching 
while presenting teachers with the question of how much cross-cultural 
awareness and what and how much about English-speaking cultures to 
teach. 
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While each teacher determined over time which strategies best served her 
students in these contexts, in general, each class inevitably presented a 
"new game to be played." 
Learning to Manage 
In his research, Donald Freeman (1992) mentions three trends in 
research on teacher development. The first is the "a priori" capacity for 
decision-making, the second is "the awareness of how contexts of place 
and time affect teaching," and the third is "the relation of language to 
teacher's views of teaching." Inasmuch as each of the six teachers had 
repeatedly throughout her life to make decisions based on context, these 
were skills which they had had to develop "a priori". It was interesting, 
nonetheless, that Julia, who did not speak a second language, and Andrea, 
who had grown up identified with the dominant discourses in the United 
States, found that their at-home experiences with sub-cultures—with class 
in the case of Julia and with deafness in the case of Andrea—in fact 
affected not only their career choices but their choices about how to teach. 
Julia started out as a teacher "in the system," working in public 
schools with those of her same racial and ethnic backgrounds, and yet, 
over time, realized she was more identified with mainstream culture and 
classes of people who see travel and language as a choice rather than an 
obligation. While troubled at times by her lack of connection to Hispanic 
language and culture, her poor relationship with her father offered her a 
partial explanation for this distancing from things Hispanic. Her ability to 
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be perceived as "white" also made her able to function effectively as an 
advocate for her students in mainstream culture while honoring both the 
traditions of her family, as well as the traditions of people from other 
countries. She then created a pedagogy that universalized languages and 
cultures and appreciated them within an historical and global context. She 
literally "enjoys" the luxury of being able to move in and out of these 
cultures with a sense of freedom and choice. Her current position as 
director of a language institute manifests the importance of a decision¬ 
making position that gives her both power and an ability to serve others. 
Andrea, in contrast, struggled for many years as a result of the 
difficult choice to live out the experiences of her deaf brother and sister by 
immersing herself in the radically foreign Japanese culture. She 
emphasizes her recognition of the fact that her brother and sister had no 
"home culture" of respite and acknowledges that she herself found she 
needed to exit the Japanese culture three times to be able to regain her 
commitment to the demands of learning another language and living 
harmoniously within another culture. Both she and Julia acknowledge the 
luxury of choice their privileges allow. 
It was also notable that Andrea was jubilant when she found 
herself able to carry out behaviors and use language to express respect in 
a situation that she a few years earlier might have resented. That she was 
able increasingly to choose to forego the privileges life in her home culture 
would have afforded her—in the interest of living as a "minority"— 
demonstrates her willingness to "play the game." That she worked first in 
one-on-one situations, later with small groups, and now as an 
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intercultural trainer also demonstrates her ability to see more and more 
complex aspects of the interchange we call language learning. Learning to 
"manage" when seen from this vantage point easily highlights the 
emotional as well as the physical and mental challenges of bringing 
oneself into effective interaction with those of another culture. This, along 
with the added complexity of the knowledge and skills necessary to teach 
language, understand culture, and in the case of Julia, to administer an 
intercultural institute, demonstrates the levels of mastery involved as 
well. 
Weller's (1988) research, in which she points out concepts of 
mastery, voice, authority and positionality, are consistently demonstrated 
here as well. These women's "mastery" of ESL/EFL content, along with 
the clarity of "voice" associated with their increased sense of self¬ 
definition, has given them willingness to work with "authority" and 
ultimately the "positionality" associated with taking responsibility for 
decisions in complex contexts. 
Importance of Finding a Match 
The difference between "Clara" on the coast and "Claire" in the city 
illumined both the differences and the similarities which I call "matches" 
came to light in the teacher whose original name was "Maria Clara". If as 
Belenky, et al (1986), Nieto (2000) suggest, the capacity for "connection" or 
"relationship" is core to teaching, then having a ready-made ground of 
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commonality served the women in the early establishing of relations with 
their students. 
Factors Coast City 
Language of 
instruction 
Portuguese English 
Cultural 
background 
Brazilian Brazilian 
Ss' Motivation Law/ 
access to jobs 
Parents/ 
travel 
Age Teens Teens 
Content Grammar Conversation 
Social Class Lower/ poverty 
level 
Upper/ wealthy 
Figure 4: Maria Clara in Two Contexts 
As is apparent from the shaded matches, there was very little which 
was similar in the two contexts in which Qara taught. While all the 
students were Brazilians teenagers, they were far more different than they 
were alike. Students in the coastal town were at or below poverty level 
such that their interest in English was very abstract, while her wealthy 
students in the city could see themselves needing and using English for 
both personal and professional reasons. Similarly, these wealthy students 
had to pay for their classes and thus had higher expectations both of Clara 
and of themselves. Nonetheless the similarities of age and nationality 
gave Clara a place to begin. Shifting to Julia, we can look at another 
comparison, that of Julia in relation to her two contexts: 
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Factors Julia City College Language 
Institute 
Native 
language 
English Spanish German 
Social class/ 
background 
Poverty>Middle Poverty Wealth 
Purpose Survival>professional 
success 
Survival Professional 
Success 
Ethnic 
background 
Native American 
Filipino 
Mexican 
Mexican Swiss German 
Figure 5: Julia in Two Contexts 
The poverty of her up-bringing created an internal link for with her 
Mexican students while her current status as a professional allowed her 
Swiss German students to identify with her as a role model for their 
professional goals. Interestingly, she never brought up her heritage with 
the Mexicans and in fact, kept it hidden (see below) but rather believed 
their seeing her as an Anglo would be more motivating. Nonetheless, she 
specifically presented aspects of her Native American background for her 
Swiss students who were very interested in this romantic aspect of her 
background and thus were more motivated to learn English. 
At one point Rosaly and Julia were working in the same two 
contexts and she found different "matches," given their very different 
cultural backgrounds: 
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Factors Rosaly Mexicans Swiss German 
Languages Cambodian 
English 
German 
Spanish German 
Social Class Upper>lower>middle Lower Upper 
Purpose Survival>professional Survival Professional 
Ethnic 
background 
Chinese 
Cambodian 
(German Husband) 
Mexican German Swiss 
• 
Figure 6: Rosaly in Two Contexts 
In my observations of her class with the Swiss, I wrote that Rosaly 
shifted her body language, notably appearing more formal, assertive, and 
organized than she did in the class with the Mexican students. While she 
maintained an organized classroom structure with the immigrant 
students, she was also much friendlier and cajoling. It was clear to me 
that, consciously or unconsciously, she shifted not only her style of dress 
but also her style of speech and style of interacting in an attempt to 
"match" her understanding of their backgrounds. Not only that, but she 
consciously mentioned to the Swiss that her husband was German and 
she shared cross-cultural anecdotes while with the migrant workers she 
made it clear that she was an immigrant and understood their challenges. 
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This "matching" in a less multicultural environment might well be the 
same essential "making connection in the face of difference" Gilligan, 
Lyons, and Hammer (1990, p. 10) mention in their research with 
adolescent girls. 
Enjoying the Process 
Without exception, each of the women in this study has suffered at 
the hands of their fates as multicultural persons. Rosaly lived homeless as 
a small child in the jungles of Cambodia, oppressed and hungry. Milvia 
was tormented before and throughout her own wedding with the 
knowledge of the rupture it brought to her community and the shame it 
brought to her parents. Linda was burdened for years with the truth and 
realities of her family's poverty after her father deserted them. Sherry 
lived, unsettled in her own skin, never at peace with who she was as a 
cultural being until her reawakening at age 50, and Andrea lives 
continually with the vicarious pain of her deaf siblings, knowing there is 
no escaping the deafness and exclusion they have endured. This being the 
case, the idea that any of them "enjoy the process" might seem ludicrous. 
Nonetheless, that is what each of them strives to have their students do. 
Julia writes: 
I had never realized, after teaching for over ten years, that the 
reason I love to teach ESL is not for a love of language. I don't even 
speak a second language! I teach because I am trying to make a 
connection and spread my hope to members of my own family, 
who, on some level I feel like I've abandoned. Yet emotionally I 
hunger to spread my hope and my optimism that if people do 
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apply themselves academically they have more choices available to 
them and can perhaps achieve more of their human potential. 
The way that I could do that is through developing meaningful 
connections with them. I do not thrive in front of groups as I have 
seen with some other wonderfully successful teachers, but do 
thrive on the one-to-one connections which can emerge. 
She has found that connecting with others, one on one, and providing a 
pathway to possibility through education allows her to treasure her own 
hard-fought freedom. 
Milvia brings in another angle: 
I teach in four different contexts. People think I'm nuts but all four 
contexts are very different from one another...so the idea is, no 
matter what class I'm with, or what social background they're 
coming from, my intention is to bring that community into the 
classroom, and I find joy in that. I really feel very fortunate in what 
I'm doing. 
Milvia is the true "global nomad," the "constructive marginal" 
which Janet Bennett (1993) has written about. That is, not only has she 
managed to find constructive ways to manage her marginality, she sees it 
now as her own chosen life style and one she encourages in others, a 
"joyful adventure" as she puts it. 
Sherry taught for many years, limiting her wardrobe to the dark 
colors and tight fitting necklines typical of Japanese women. Later she 
began to relish being "the American" who could joke, wear bright loose- 
fitting clothes and encourage others to do the same. That freedom of 
physical expression evolved, she points out, into a larger disposition 
towards freedom of expression in language and behavior. She notes the 
moment she recognized this transformation in giving her TESOL 
presentation: 
126 
No one has ever asked them "why?" In the beginning, it was 
difficult. One young woman said, "No one has ever asked me why 
I think this way. You're the only one." It was a shock, but then I 
realized this is what they need. It's not that they don't want it. No 
one has ever guided them into being able to express themselves, to 
give an opinion. Knowing how the world is changing so fast, and 
Japan needs to get the spoken English to be able to be accepted in 
the international world, and I think my challenge—although I do 
love English—I think it also widens the need to help young 
Japanese find a voice, and to have hope and courage to give their 
own opinion without worrying what the other students are going 
to say, but to have their own opinions. 
Critical pedagogues talk about helping students take a critical 
stance in relation to their lives and education and often, this predicts a 
liberation of political and social attitudes for students, but for these 
women the critical stance provides even more. These women, find in fact, 
that sharing their reflections, having the ability to see things in culturally 
relative terms, and making well-considered choices offers a freedom, 
sense of power, and even joy none would have ever thought possible. 
They and their students can, in fact, "en-joy" the process. 
Another Perspective 
Up to this point the framework for exploring the lives and practices 
of these six women has followed a somewhat linear progression. The 
original research question and sub-questions, the three areas of literature, 
the JOHARI Window and the four-fold process of engaging with students, 
all provide a tidy look at the experiences of the six women. 
Nonetheless, the experiences themselves, the interviews and the final 
reflections were actually woven together in various non-linear and quite 
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connected ways in the telling. It may well have been the methodology I 
used which set the tone for a far more personal outcome than the original 
research question imply. Nonetheless, by starting with group 
conversations and following with in-depth interviews and reading then- 
theses and written reflections, my understanding of the six teachers 
became intimate, personal, and ultimately, non-linear. 
Further, by having begun with a focus on their life stories I found it 
doubly difficult to then ask them to talk about the more specific and 
concrete features of their classroom teaching. In the end the contexts they 
each chose to compare were those which had evoked the starkest 
challenges to their identities and their stories about teaching again and 
again took the form of deeply personal reflections. 
In analyzing their reflections it became quite clear that when we 
discuss the lives and practices of multicultural women teachers we are 
talking about dynamic processes of growth and transformation, 
transformation which inevitably happens in relationship to a specific 
person or context. Rather than a linear process, it becomes more of a 
spiral which reaches back and circles forward, encompassing aspects of 
who the woman has been before but arriving in a slightly different place, 
much like the "multidimensional and transcendent final stage" in the 
"optimal conceptual system" described by Myers, et al (1991, p 26). In my 
earlier research (Sparrow 2000) I used the image of a tree, rooted in 
permanent aspects of identity and reaching upward in new ways, but in 
this instance it appears that three of the women are more free-floating 
than I would have thought possible, in that they, at least consciously. 
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identify more with a universal culture than with any one of the cultures of 
their past. 
Looking for a new metaphor, and resistant to the idea of "game- 
playing," I happened on a book on new physics (Wilzek and Devine 1987) 
and a conversation with my colleague, Diane Larsen-Freeman, who had 
written about the links of language acquisition to chaos theory (Larsen- 
Freeman 1997). Language acquisition and cultural identity being so 
related, I began exploring possible connections for understanding what I 
was observing and uncovered principles which, at least superficially, 
apply to a teacher's reality, which is by nature a "complex non-linear 
system,". They apply directly to teacher identity and development as well 
(Potter and Wetherall 1987, Wetherall, 1996). These systems, in brief, 
have the following characteristics: 
• They are dynamic; complex, and non-linear systems: 
Similarly, the lives of these women are characterized by change and 
transformation. The range of experience and interplay of their lives 
against the backdrop of life's arbitrary nature make non-linearity a 
primary feature of their identities, and a useful additional frame with 
which to carry out this analysis. Rosaly, for example, began life as a 
member of the upper class elite in Cambodia only to find herself homeless 
and starving a few years later. Her life has then taken her to a rural 
southern U.S community where she was embraced by local people and to 
an urban German setting where she was socially excluded because of her 
Asian features. Similarly, Mil via was bom in a comfortable middle-class 
household in Mozambique and yet was forced later to move repeatedly 
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and to learn language after new language to be able to survive. In both 
cases their race, class and gender influenced their lives in complex and 
unpredictable ways. 
• They are chaotic, unpredictable, and sensitive to initial 
conditions. My earlier research (Sparrow 2000) and that of Janet Bennett 
(1996) pointed directly to the infinite adaptability of what she calls 
"constructive marginals/' those who construct their identities on the 
boundaries of culture and language. One's ethnic and cultural identity in 
combination with the initial conditions of an interaction can significantly 
influence the ultimate relationship. Julia and Andrea, in particular grew 
up in particularly challenging households. For Andrea it was in the 
charged environment of a home with nine children, two of whom were 
deaf. Without the support of a social system which was educated and 
responsive to deafness, her home-life was necessarily unpredictable, just 
as it was sensitive to the deep emotions expressed by her siblings. Julia, 
on the other hand spent her childhood trying to physically and 
emotionally escape from the effects of poverty on her household. While 
the outward signs were of alcoholism, drug addiction and AIDS, the 
initial conditions were clearly the poverty related to marginalized 
immigrant existence. 
•They are open, self-organizing, feedback sensitive, and adaptive. 
While their lives might seem complex, it is often the case that the tolerance 
and flexibility of multicultural persons leads ultimately to a unified 
integration of their personalities. As one's identity is developed in 
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relation to the environment, there follows an increasing security of "self" 
which is strengthened through conflict and self-reflection, just as each new 
color in a paint-by-number painting lends new texture or contrast, and 
ultimately, more clarity about just what the picture is intended to be. 
Maria Clara recently said she has come to terms with the fact "there is 
only so much you can control" all the while she has taken on more and 
more administrative duties. It is consistent with Gilligan, Lyons and 
Hammer's work (1990) that their capacity for connection with others over 
time develops into a capacity for organization, harmonization and 
leadership, not only of their personal lives but also of their professional 
situations. Julia herself said she now realizes "she is good at what she 
does" which is a complex administrative job in a private ESL institution, 
just as Rosaly has been called upon to oversee and organize an inquiry 
project which involves five college sites and over a hundred college 
instructors. Similarly, Maria Clara has become an expert in distance 
learning and increasingly takes on more and more administrative work 
•They are unpredictable but intricately patterned. In chaos theory 
there is a term called the "strange attractor" ( Stewart 1989, Taylor 1993) 
which is used to describe a pattern which is unpredictable. The strange 
attractor is an influence, e.g., an interaction with a new culture, which can 
be predicted to change the system while maintaining a coherent but 
unpredictable pattern. "Globally a pattern emerges but locally it is 
impossible to predict what the details will look like" (Larsen-Freeman 
1996). 
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Reviewing the choices any one of the women made in the short¬ 
term one could often mark the appearance of such a "strange attractor". 
Sherry got married instead of pursuing graduate study, Julia took a year 
off- during the course of her graduate study- to become a well-paid 
fundraiser for a hospital, Maria Clara took up flamenco dancing, Milvia 
learned massage, Rosaly and Andrea had babies. Each choice seemed at a 
glance to be a diversion from the path toward teaching that seemed to 
have been chosen and yet ultimately led back to a clearer and deeper 
commitment to that very profession. Gilligan (1990, p.9) writes that "with 
their bodies, women can create a connection by having a child who will be 
with them and love them". Similarly, these women sought out new means 
for connection with their own bodies just as they deepened their 
connection to serving others. 
In terms of identity theory we know that a new interaction will 
create a change in the individual but we cannot be sure of what that 
change may mean be. Chaos/complexity science is one of "process rather 
than a state, of becoming rather than being" (Gleick 1987, p.5), and it is 
precisely because there is such diversity among the informants in this 
study that this theory of analysis which allows for infinite complexity 
while seeking out patterns of stability was very useful. 
Whether or not I have completely comprehended the physics 
correctly, I do believe I can say that there is an ultimate stage in 
multicultural identity which has characteristics not unlike the stable 
patterns written about in physics. The stage is neither the "constructive" 
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nor the "encapsulated" marginality defined by Janet Bennett(1993) but is a 
further stage of pure "teacherhood" or "womanhood"—even 
"personhood" where the initial judgments, us of our students and they of 
us, fall away. 
We develop a heightened perception. The rough and ready 
perception with which evolution has supplied us is leavened by an 
admixture of our own creation, so we come to perceive strange but 
simple worlds at the foundation of our own. (Wilcek and Devine 
1987) 
Milvia pointed to this when I asked her whether being a woman 
mattered to her students and she said, "Well, perhaps at first, but not in 
the end." Ultimately I think this is a truth that many of us who are 
teachers know, that beyond how we see others or are seen, we come to a 
place of teaching and learning where none of that matters. Perhaps 
multicultural women have been through the experience so many times, 
having defined themselves or having been defined, that they come in the 
end to see the identities as irrelevant, or at least less important, and what 
is important becomes doing what it takes to create a harmonious or 
productive learning relationship. 
The irony here was that there was no obvious correlation between 
the degree of racism, sexism, or discrimination the women had felt and 
their commitment to multicultural teaching, rather it was a question of 
having gotten to the point that they had enough self-confidence to feel it 
no longer mattered as much. This self-confidence came about at least 
partly through this very research process—from the experience of having 
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a label, once and for all, for who they are, and that was and is 
"multicultural". 
Referring back to Curie's (1972) concepts of "belonging identity" 
and "awareness identity" one might say the six women in the study had 
had enough awareness of their "belonging" and ability to belong that they 
could rest comfortably in their "awareness identity." That "awareness 
identity" is the place where the ability to see things from many 
perspectives, so encouraged by multiculturalists (Garcia 1994, Nieto 2000, 
Wurzel 1988) happens and is also the reflective posture demanded by 
participatory inquiry (Reason 1988). 
Formulating types of awareness involved in that spiraling process, 
I suggest the following: 
• Selected awareness, which comes about when a context demands 
the woman select, consciously or unconsciously, to reveal aspects of who 
she is as a way of forging relationship. This was exemplified by Rosaly as 
she mentioned to her students that her husband is German while not 
mentioning her less-than-positive experiences living in Germany. The fact 
that the night we practiced the TESOL presentation in Vancouver, we set 
up the room so that it seemed comfortable and relaxing was an extension 
of this ability select a way of presenting ourselves. They ask themselves: 
"How can I create/select a situation where we are comfortable and 
connected?" 
•Directed awareness, which becomes a more constant definition of 
self in relation to a particular context. Sherry's decision to become the 
"Japanese American" teacher would be an example of how a more 
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directed identity might be used over a period of time in a particular 
context. This seems to happen as a result of increased self-confidence. 
Rosaly, for example, was perceived as a child in a refugee camp and then, 
all of a sudden, as a mediator between cultures in Arkansas when her 
English ability became a source of pride for her and her family. 
•Balanced awareness, which women may choose to maintain, to keep 
in touch with and express various aspects of their identity within a 
particular context. Milvia, with her four different jobs, would be an 
example of someone who could hold and balance different aspects of 
identity. Another example would be the balance between tolerating some 
differences and fascination and appreciation of others. Watching them 
teach, I frequently saw the teachers balance between non-judgment, 
tolerance when things were a little rocky, and being interested in 
exploring things that came up that were different. Rosaly particularly 
exemplified this by developing particularly structured curriculum which 
she believed best served her German students all the while 
complementing the program with off-campus. 
•Disengaged awareness, which would infer a disengagement from 
the emotions associated with taking on or being seen in a particular 
cultural way and being seen, instead as "mentor" or "teacher." If you are 
multicultural and teach ESL, you constantly have to ask, "Why am I in this 
particular job doing this particular work?" All the women in this study 
made very critical choices about where they choose to work, why they do 
the work they do, how they balance that with their families and the rest of 
their lives. As much as the disengagement in the concept of "game- 
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playing" can seem impersonal, it is in fact the "critical stance" often 
needed to work effectively in intercultural situations. 
Summary 
The significance of chaos theory comes clear with the recognition 
that these women have all become sensitive to and adept at managing the 
complexity of intercultural situations. While initially their abilities are 
honed in culture-specific situations, in which they consciously and 
unconsciously learn to select and create identities that harmonize and 
connect with others, ultimately they develop the confidence to direct their 
attention and focus to where it can be of most use to their students and to 
themselves. While there is, of necessity, a constant and ongoing need to 
balance the familiar and unfamiliar in any situation, this, too, wanes as a 
commitment to goals for themselves and their students become clear. 
This is not a linear step-by-step process but one of ongoing 
transformation and attention to issues of context, connection and choice in 
which the teacher becomes adept at selecting, directing, balancing, and 
disengaging in a spiraling flow. Each context is new, different, and a 
challenge. Each encounter is an opportunity for a meaningful connection. 
Each choice exists to force decisions: to stay in a particular context or 
leave for another, to hide or step forward as part of a culture of belonging, 
to recognize in another a possibility or impossibility. Ultimately the 
teacher learns to be sure her own needs are met and to meet the needs and 
goals of her students. 
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CHAPTER VI 
CONCLUSIONS 
I am a woman, a -part of the whole of the first circle, 
the circle that transcends space and time, 
a circle of women joined. 
(Valiant 1974) 
Even though the 2000 TESOL experience was only two days in the 
six years time over which this research took place, the preparation and 
presentation were in many ways expressive of the final outcome of this 
research. In these conclusions I would like to return to aspects of both the 
presentation and the research process itself in order to highlight 
implications for other teacher educators. The TESOL presentation, though 
a natural evolution of the work we had individually and collectively done 
together, was the final turning point in which each woman, in her own 
words, articulated not only her own learning but what she felt she could 
offer others. Its very format, which began with a questionnaire inviting 
others to reflect, the unfolding, considered stories told one-by-one, and 
the final engagement as instructors and question-answerers, I realize upon 
reflection, called up the same selected, directed, balanced, and disengaged 
identities which they had used throughout their professional lives. It will 
be helpful for the reader to review and consider these identities in this 
final light. 
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^ ^Utrscunrr^a x 
wcotart hue preyursc xc i\xk^Th-v 
CUtXClO'S, ' C' ,' SCCT*? UKgT^f X'h?C3!*C OCC^'-OO^ ;\> 
answered m the mrbol jxor'-x'*'s or m:> ortnxr; .y*x ^ .>.v ^ ^ 
nice* important ro o^nscer irsc rv :uct> or *sch xo^vr < S*oxc\x.x\ 
sex’no. the dtolkr^e? that xxxg-owx: *-v. thtrvt 
for oeucmng A r ossuzxx -o -o«_c ,lxl - .\iroo xi - > w • xx- 
muiticultaralism - ^ or mxTtur.: o~esoo~ i:x * v ■ o w to x. -vr: 
them as well. .As soicr, v.e oenoevi X'* xx h\ osv x e.ish xxv to 
reflect on the following; questions: 
Questionnaire 
Are vou: 
_Bilingual _trilingual_mutating'. ■ ' 
Please list the languages you speak riuentlv: 
How many homes did you live in up to the age ot IS' 
Please list 
Were your parents: 
From different_cultures_races_ 
socio-economic classes? 
_divorced_deceased_disabled_gay. lesbian, bisexual' 
Since you turned eighteen in what countries/cultures have vou 
lived for at least two years? 
What jobs have you most enjoyed? 
^*********************************** 
Figure 7. Questionnaire 
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These questions were our connection with our participants, person to 
person, and created a shared starting point for presenters with 
participants. They also expressed our shared recognition that a primary 
challenge to multicultural teachers is the reconciliation of their cultural 
and family backgrounds with the contexts in which they live and work. 
The intense discussions which took place as pairs discussed their answers 
and the revealing questions once our presentation affirmed the 
significance of the issues to the people who were present. 
Their Reflections 
Most remarkable to me was the extent to which the process of 
anticipating and preparing for the presentation had itself shifted each 
woman's relationship to the challenges she had described at length in the 
interviews. The very issues they each struggled to remember, identify, 
and describe in the interview's had become their owm hallmarks of 
expertise and authority. The fact that Julia, who had been especially soft- 
spoken and hesitant w'hen asked to speak about her mixed background, 
stepped forward to frame our discussion for the presentation seemed to 
signal a shift in her readiness to step into not only the complexity of her 
identity but into a leadership role as well, which she, in fact, did that same 
year, by taking over the directorship of the Institute in which she had been 
teaching. As remarkably. Sherry w7as able, for the first time, to describe 
with considerable clarity and dignity, her past and its implication for her 
present sense of self, not only without crying, but with great pride. Even 
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Mil via who had used her "Can't have your feet in the milk and the 
yogurt" allusion repeatedly in interviews as an expression of confusion, 
found a way to present the same phrase as the solution rather than the 
problem. She had somehow come to recognize the importance of choice 
in such situations, as well as the inevitability of her having to constantly 
negotiate situations in which she found herself. In fact, she later wrote an 
exercise focusing on the significance of that same expression in her 
master's thesis and it became an effective teaching tool. Rosaly, as 
significantly, found a way to distill what had, in our interviews, been 
hours of details which she seemed to need to be able to describe the 
complexity of her experience in Cambodia, into three short statements 
which captured the essence of her experiences and which she is now 
working on turning into a book. 
Mounds of memory and raw data transformed into coherent, 
articulate expressions of confidence and expertise. The stark contrast 
between what had been intensely private reflections with the very public 
experience, the naming of the struggles and the affirmation and 
integration which came as by-products of reflection and speaking in 
community to others with similar experiences, are the heart of these 
conclusions. 
Implications for Teacher Training 
Directly or indirectly, the first four of the sub-questions have been 
answered in chapter five, leaving the fifth, and final, question, that of 
140 
"implications for teacher training," to be answered. It should be clear that 
the impact of extensive intercultural and linguistic experience on the 
development of teacher identity is both positive and negative. The 
experiences associated with minority discourses are painful and 
complicated and are often sublimated rather than faced when there is no 
opportunity for healing or processing the impact of those experiences. 
Similarly, the challenges teachers face have directly to do with the 
extent to which the contexts in which they find themselves support and 
affirm their and their students' identities and their potential for growth 
and learning. Embedded in these contexts are expectations and 
assumptions about which goals are valuable and attainable and it is 
important that teachers feel aligned with the goals of the institutions and 
cultures in which they work in order to put in the time and effort 
necessary to develop and provide skills in themselves and their students. 
Because this process of skill development is often lengthy and demanding, 
teachers must have tolerance and appreciation for the unique challenges 
present in each class and context and they need to learn to see these 
challenges as worthy of time and energy. 
In the end, however, these are difficult skills and attributes to 
develop on one's own, especially if one comes from a background which 
is less than appreciative of what it means to be multicultural and open to 
the complexities if intercultural situations. That being the case, the 
implications for teacher training are straightforward. 
This study and others like it (Berlak and Moyenda 2001, Evans 
2002, Gay 2000, Howard 1999, Irvine 2002, Ladson-Billings 1994, Weiler 
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2000, Marsh 2003) point again and again to the importance of teacher 
reflection in response to questions of identity. Evans (p. 184) writes: 
Conceptualizing the self as not static but as continually negotiated, 
not as a thing but as a process requires that we take into 
consideration the possibility that we are both connected to and 
separate from one another...perhaps such a reminder can help us 
to flourish in education and in other arenas in relation to one 
another. This way...we can turn to the unknown as an entree to 
learning. 
That the teachers in this study also did this reflection in connection 
with each other and with me over time also proved the importance of 
community. Connections and friendship were developed in the context of 
this study which will outlast this study and which have led to their own 
studies and analyses. It is worthy to consider such reflections and 
collaborations, and even required presentations, as learning formats 
which increase and enhance the "mastery, voice, authority and 
positionality"(Weiler 1988) suggested as important for women teachers. 
Finally, it is important for me to acknowledge the extent to which 
my experience over time with each of these women has touched and 
inspired my own life. Milvia wrote the following about one of her 
students: 
She came to that class and she cheered that class up, no matter 
what happened, no matter how she was judged. She was so 
sensitive ... she taught me a lot about judgement, about bringing 
harmony, about bringing lightness, and I think she taught a lot of 
the students that too. 
I might say the same, more specifically about each of these women, 
and more generally as well. Just as they have encouraged each other and 
their own students, they have encouraged me, to do this not only for the 
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learning or the mastery or the authority but for the profound joy it has 
brought to be in connection with life's complexity as expressed so fully 
through these and other multicultural women. 
Epilogue I 
Whatever you say, leave 
The roots on, let them 
Dangle 
And the dirt 
Just to make clear 
where they come from. 
C. Olson(2003) 
It has been five years since our presentation in Vancouver, five 
years of additional transition, of defining and redefining personal and 
professional identities. Maria Clara and Julia are both committed 
administrators in multicultural institutions where ESL teachers can do 
good work. Maria Clara said, "I do a lot of little things". Reminiscent of 
the concern for harmony and beauty we felt together in Vancouver, both 
create harmonious working environments for students and teachers as 
they go about the business of learning together. Both have also had more 
recent defining moments. 
Maria Clara went to Spain a second time two years ago and found 
she was now a foreigner. Those who remembered her father had long 
passed away and she was seen this time as a foreigner, a Brazilian. She 
also feels more at home in Brazil. Though still fighting the perceptions of 
Brazilians that she is overly emotional—"like the Spanish"—in Sao Paolo 
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she has many multicultural friends, whose parents came as she did, and 
who gravitate to international gatherings. She no longer dances flamenco 
but does gentler tilings like Tai Chi and she has given up writing poetry. 
Nonetheless, she edits the novels written by her journalist cousin who is 
also an immigrant and is enthralled with the possibilities presented by 
distance learning. She loves the idea that "you can keep in touch with 
different people in different places all in different times around the 
world". 
Julia quit her administrative job not long ago to take a part-time 
position with a non-profit organization that conserves native plants but 
then thought the better of it. Her desire for security and her realization 
that she is "good at what she does" won her over. Neither does she dance 
any more but offers workshops in Thai massage and is looking even now 
for something new to try. 
Rosaly and Andrea are both mothers of small children and that has 
become their primary focus, though both have continued to work as well.. 
Andrea's family has just moved back a second time from Japan with her 
three and six year old children. Her deaf brother is divorced from his 
hearing wife and will soon marry a deaf woman. Her deaf sister has had a 
cochlear ear implant and is able to hear. That sister is divorced as well 
and has two hearing daughters. Her Japanese husband has been trained to 
teach Japanese to American business men and she hopes to stay at home a 
while and not teach. She has decided she is best suited to intercultural 
training. 
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Rosaly is spending more and more time with her mother, sisters 
and brother learning to manage life with a baby. She said recently her 
biggest challenge is finding time for her husband, given her jobs teaching 
Chinese immigrants, city college students and supporting inquiry groups 
at the state college. Her baby's nanny is Cambodian. 
Milvia is divorced, having begun life again as a single woman and 
is committed to remaining in America. She studied astrology for a while, 
lived in a tree house for two years and has just bought a new home. Her 
many ESL jobs exhausted her, she said, and she is no longer willing to 
spend hours of unpaid time "entertaining" students, yet never being 
given a full-time job with benefits. She seems to have lost what was 
previously the hallmark of our conversations, her deep joyful laugh, but 
she is till the explorer she always was. Soon she will complete doctoral 
work in a not-yet-unaccredited institution, deepening her knowledge of 
pre-natal psychology and working with children. She has severed ties 
with most of her SIT friends, established a new relationship to her mother 
and works to earn money, as she says, with those who really need 
her—Mexican immigrants at a City College. 
Sherry is happily teaching at universities in Japan. She says she is 
more and more comfortable dressing like an American and using her 
American name. Much of this has to do with her two sons, who are now 
27 and 22 years old and who are no longer "ashamed of her". The eldest 
spent a year studying in the United States and learning English. He works 
for a large automobile manufacturer and is being transferred with his wife 
to South Africa where his English will serve him well. Her youngest son 
145 
has married a Japanese-American, as he told Iris mother "because she 
speaks English". When she talks about teaching, the stories pour forth of 
students who had lost confidence or faith in themselves and whom she 
has encouraged to begin to think again. She laughs when she says she has 
a simple formula which all her students learn to use in discussion: What 
is the problem? What are the causes? What is the solution? She says, "As 
American as that may sound, it is badly needed in a culture where she 
says students are overwhelmed by the choices they have before them 
.. .they need to learn to think critically." She says that kind of SIT thinking 
changed her life. As she wrote recently: 
I'm happy to say that my life turned around the 
minute you pressed the START button on your tape recorder! 
Five years ago, these women were all in the thralls of finishing their 
Master's degrees, a time of natural exaltation and jubilation, of completion 
and satisfaction. Now that years have passed, other priorities have come 
into their lives: children, divorce, other degrees and jobs, lovers, losses, 
disappointments and routines that make them wear)". The gloss is gone a 
bit from their stories but they highlight, nonetheless, the infinite 
dimensions and unrelenting change that is part of modern multicultural 
identity. Their extraordinary teaching lives are still shifting and changing. 
Epilogue II 
Five years into the process of researching and writing this thesis 
my father took me to Minnesota, where he was bom. We spent three days 
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visiting elderly relatives and searching for gravestones of the Norwegian 
and English ancestors who brought our family to this country. 
Somewhere along one of the many serene drives, in the neatly 
divided Minnesota farmlands, he told me my grandmother was a "half- 
breed." My great-grandfather, Oscar John Strike, had lived for some years 
in Muskogee, Oklahoma, he said, had married a Cherokee woman and 
brought his five year old daughter back with him to Minnesota where he 
then married Tillie Thompson, my Norwegian great-grandmother. My 
grandmother grew up as the oldest of his three children. 
Until that time I had never heard her or anyone mention that truth 
and my father never mentioned it again, though he made sure, when he 
passed away, that I had my grandmother's kindergarten records from the 
Cherokee Reservation. Up until that moment I had assumed my interest 
in identity had to do with the many, many moves we had made as a 
family before I was 11 years old and with my experience growing up in 
Berkeley , California, in the sixties. Berkeley High School was then 
emblematic of radical multicultural education and I attended its poor 
sister, El Cerrito High, which was filled with the same ethnic diversity but 
which lacked the lofty educational vision. I recall the riot following the 
election of our school's first Hawaiian-American pom-pom girl and I 
dated our first African-American male cheerleader, against my parents' 
wishes. 
Later as an undergraduate at Cal Berkeley, I was selected, on the 
basis of a personal essay, to be part of a racially mixed sociology course 
taught by Dr. Harry Edwards, the Olympic athlete who organized, in 
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protest of racial discrimination in the United States, the Revolt of the Black 
Athletes at thel968 Mexican Olympics. In both contexts I was asked to 
face the privilege I received on the basis of my race and class. 
It has then been unnerving to come at the results of this research 
with not only this habit of white guilt and regret but now, also with the 
recognition of the family secret I never knew. It has been almost too much 
for my metaphorical mind to realize the truth behind my grandmother's 
name, which was "Blanche Esther." 
"Blanche" is the color "white" in French, a language unknown to 
any of my family but significant nonetheless, when one thinks of my 
grandmother's pitch-black hair and pale coffee-colored skin, and of her 
having spent her life farming among Scandinavians. "Esther," of course, 
is the name of the young Jewish woman who hid her religious identity 
and married a king and then, using her loyalty to her race, saved both her 
and her husband's people. 
As the issue of "hiding" emerged as a theme among the women of 
color and for Julia, who is part Native American, in specific, I began to 
realize the personal nature of this project as well and to imagine what my 
grandmother might have said had she ever come to know what I had 
done with my education. In "The Light in their Eyes," Nieto (1999) writes 
of the socio-political context of education and how "the social and political 
status of our identities" (p.ll) impact on students and teachers, and I find 
myself reflecting on the radical multicultural communities in which I have 
lived and contrasting them with the geometrically diagrammed fields of 
my grandmother's life. My grandmother died too young, of a bad 
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headache while visiting relatives. I would wish her instead the joys of 
Esther's festival, celebrated as Purim—a fast followed by two days of 
dancing, merrymaking, feasting, and gladness where we celebrate by 
telling her story, drinking, giving gifts to the poor, and food to each other. 
I tried to live small 
I took a narrow bed 
1 held my elbows to my sides 
I tried to step carefully 
And to think softly 
And to breathe shallozvly 
In my portion of air 
And to disturb no one... 
And then 
my lungs take their fill. 
Excuse me for living 
But since 1 am living 
Given inches, I take yards 
Taking yards, dream of miles, 
And a landscape, unbounded 
And vast in abandon. 
And you, dreaming the same. 
(Replansky 1952) 
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